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Abstract
Veteran students are increasingly prominent in U.S. colleges and universities. The transition
from military to civilian life is already challenging, and the transition to the academic realm can
be even more so, especially when most veteran students are also first-generation college
students, transfer students from community colleges to 4-year universities, or both. The specific
problem is that the transition from military to student life requires significant adjustment on the
part of both veterans and schools, and it was not known how these students’ school leaders could
best help these veteran students adjust. The purpose for conducting this quantitative, historical,
non-experimental correlational study is to determine whether targeted programs for veteran
students are helpful to show how best to allocate resources for their education. The theoretical
framework guiding this study is stress processing theory. The existing literature had not yet
explored how effective school programs for veteran students are in helping these students.
Therefore, the current study furthered the understanding of stress processing theory and might
show academic and practical insights into how resources and funding allocation influenced
veteran students. Specifically, I investigated the relationships between school funding, VA
benefit funding, academic success, and graduation rates. The findings of the study showed no
relationship between VA funding, school funding, and veteran graduation rates. The findings
warrant future research on how VA funding and school funding are being used and the types of
student veteran programs that are effective in increasing veteran graduation rates and academic
performances.
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Chapter 1: Context of the Problem
Veteran students are increasingly prominent in U.S. colleges and universities, with over 1
million students now using VA benefits to pursue higher education (Jones, 2013). This number
will continue to increase as more veterans return from their deployment in Iraq and Afghanistan,
and recent legislation (i.e., the Post 9/11 GI Bill) has been enacted to assist these veterans
(Elliott, 2015). However, the transition from military to civilian life is already challenging, and
the transition to the academic realm can be even more so, especially when most veteran students
are also first-generation college students, transfer students from community colleges to 4-year
universities, or both (Pesetski, Ofstein, Outlaw, & Brooks, 2014). School leaders are poorly
prepared to help in this transition, with only 22% to 37% having programs in place for that
purpose (Schiavone & Gentry, 2014).
Left to themselves, veteran students often isolate themselves and fail to integrate into
campus communities at large (Voigt, 2016). However, veteran students may be at substantial risk
for mental and physical illness, if not already suffering from one or both (Currier, McDermott, &
Sims, 2016; Miller et al., 2016); therefore, they are in particular need of social support (Ahern,
Foster, & Head, 2015). Thus, many school leaders have attempted to provide veteran assistance
programs with varying degrees of success (e.g., T. C. Bonar, 2016). Thus, there was a significant
amount of effort and capital dedicated to the support of veteran students. However, there did not
exist a similarly broad body of literature evaluating the success and efficiency of these efforts.
The general problem was that as an increasing number of veterans began to seek
postsecondary education through the Post-9/11 GI Bill (Elliott, 2015), college graduation rates
for veteran students remained low, with roughly 30% to 40% of veterans who used their veteran
benefits to attend school failing to graduate (Cate, 2013). The specific problem was that the
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transition from military to student life required significant adjustment on the part of veterans and
schools both (Pellegrin, 2013), and it was not known how these students’ school leaders could
best help these veteran students adjust (Barry, Whiteman, & Wadsworth, 2014). Veteran students
who struggle or drop out of classes may have to pay for their courses out of pocket and accrue
debt (Sutton, 2016) when financial struggles are already a major challenge for veteran students
(Badger & McCuddy, 2014). In addition, military culture may lead veteran students to be more
likely to be involved in serious infractions such as alcohol abuse or assault (Haynes, 2016).
Stress may be a significant aspect of this, both a cause of and a result of transitional difficulty
(Elliott, 2015). Other students and faculty may be poorly prepared to deal with veterans (Hart &
Thompson, 2013).
According to stress process theory (Pearlin, 1989), social structure and position in society
predict the degree of stress a person is exposed to. Therefore, further research was needed on
veteran students as a demographic (Jones, 2013) and into the reasons why they failed or
succeeded (Cate, 2013). In addition, researchers should explore whether targeted programs for
veteran students were helpful (Cole & Kim, 2013) and ways best to allocate resources for veteran
students (Griffin & Gilbert, 2015).
Statement of the Purpose
The purpose for conducting this quantitative, historical, non-experimental correlational
study was to determine whether targeted programs for veteran students were helpful to show how
best to allocate resources for their education. In this study, veteran students were defined as
postsecondary/college students who previously served in some branch of the U.S. military, with
special consideration to those attending school through the Post-9/11 GI Bill (Elliott, 2015). The
dependent variables being studied included graduation rates and academic success, and the
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independent variables were student funding and VA benefit funding. Gender was examined to
determine if it was a moderator of funding in academic success and graduation rates.
Statement of Research Questions
RQ1: Based on the data used for the current study, what are the characteristics/profile of
veteran students?
RQ2: What effect, if any, does VA benefit funding have on veteran student programs?
RQ3: What effect, if any, does school funding for veteran student programs have on
academic success and graduation rates for veteran students?
RQ4: Does gender of veteran students moderate the effect of funding in academic
success and graduation rate?
Definitions
Academic Success: Academic success can be defined as meeting the university's
expectations for being in good standing and making satisfactory progress toward a degree. In this
study, academic success was measured by the average GPA for veteran students.
Funding for veteran student programs: These programs referred to an annual average
amount of money in United States Dollars (USD) spent by the school on veteran student
assistance programs. These data were collected as continuous interval data.
Funding received through VA benefits: These benefits referred to an average annual
amount of money in USD that the school receives from student veteran’s VA benefits. These
data were collected as continuous interval data.
Gender: Gender referred to the gender of the respondent (male or female).
Veteran student graduation rates: These rates referred to the graduation rate for veteran
students enrolled through the school in their chosen degree or certification programs. These data
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were collected as continuous interval data. These data included separate averages for male and
female veteran students.
Veteran student GPA: GPA referred to a measure of academic achievement; data on the
school’s average GPA for veteran students were collected. These data were collected as
continuous interval data. These data included separate averages for male and female veteran
students.
Veteran student programs: Veteran student programs are programs to support veteran
student success in postsecondary education by coordinating services to address the academic,
financial, physical, and social needs of veteran students.
Assumptions
Several assumptions associated with quantitative research in general merited discussion.
First, quantitative approaches included the assumption that reality was objective and independent
of the person completing the research. Second, I assumed that the role of the researcher was to
remain distant and neutral, without influencing the research in any way with his or her own
values. Third, quantitative research was largely deductive, with the goal to predict and explain a
phenomenon within the context of theory. Certain assumptions were made in this study because
it involved secondary data from the participating colleges. I assumed that available historical
data were meaningful and accurate. I assumed that statistical analysis of these data could provide
useful information about the value of funding in veteran assistance programs. I also assumed that
there were enough data available to reach statistically significant conclusions.
Delimitations and Limitations
The study was limited to universities and colleges in the 23 states that contained most
veteran students. In addition, this research included only institutions for which data on veteran
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students were available either publicly or through the schools. The study was also limited to
American veteran students and did not include international veteran students or account for
demographics other than gender in analyses. Thus, care should be taken when generalizing the
findings of this study to various locations, populations, and subjects. Further delimitation of the
study were that there was no direct manipulation of variables.
When using secondary data, there were several limitations that must be considered. The
first limitation was that all data were secondary. The use of secondary data posed a problem with
time validity because these data were collected in the past. Time validity was best described as
time passed from the date when data were collected; the data might include history from that
moment in time. The present study’s results still provided valuable insights for future research.
The most current data available were used for this study.
Quantitative research included little information on contextual factors that could
contribute to the findings of the study. Although the study focused on academic achievement and
graduation rates in relation to student funding and VA funding, other variables that could impact
performance were not included. Examples of other factors could include the school climate,
personal factors and hardships, peer relationships, and teacher-student relationships. In addition,
a reliance on scores from tests could be criticized as not considering all abilities and
competencies of students. For example, some students are poor test takers, although they may
have an advanced grasp of the knowledge being tested. However, the pressure of the test may
influence the results. Another limitation of quantitative research was that reducing data to
numerical representation could result in a loss of important details, including specific areas in
which students performed well and specific areas in which they performed poorly. In addition,
depending on the procedures used to determine statistical significance, a false positive finding, or
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false negative findings could occur. To remediate this limitation, the level of statistical
significance chosen for this study was typical in most disciplines (p ≤ 0.05; Fisher, 1950).
Another limitation was that all assumptions of multiple regression must be met for the
statistical findings to be valid. To test for assumptions of multiple regression, a variety of
measures was taken. To test the assumption of normality, a histogram was constructed, kurtosis
and skewness statistics were generated. This process allowed for the identification of outliers that
could influence the data. When these assumptions were violated, the type of statistical test
employed were re-assessed. Due to the theoretical assumption that deficient performance was
due to a mismatch between an individual’s competence and the expectations of a job/ course, a
limitation of the theory was that it discounted other potential causes of poor performance. For
example, drug abuse, hardships in life, and mental and physical injuries might contribute to
deficient performance as well.
Significance of the Study
The current study was socially significant because of the increasing prevalence of the
veteran student demographic in U.S. colleges and universities in the wake of the 9/11 GI Bill
(Ahern et al., 2015). These veteran students were in transition, and they often required assistance
in terms of programs through their schools, in addition to the financial assistance provided
through VA benefits (Pellegrin, 2013). Even as of 2010, VA benefits accounted for over $600
million in public funds (E. J. Campbell, 2016). Thus, some in society could benefit from
understanding what effects these funds actually had on veterans. Academically, scholars have
requested further research into veteran students, including general research on the demographic,
which is poorly understood (Jones, 2013), and why these students succeed or fail in their
academic endeavors (Cate, 2013). There has also been a direct call for research into the
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effectiveness of veteran programs (Cole & Kim, 2013) and ways school leaders can best allocate
resources to help veteran students succeed (Griffin & Gilbert, 2015). Thus, the current study
contributed both socially and academically.
Theoretical Framework of the Study
The theoretical framework guiding this study was stress processing theory (Pearlin,
1989). Stress processing theory arose as a sociological theory of stress in the 1980s; Pearlin, the
foundational thinker, believed that contemporary sociology did not pay enough consideration to
issues of stress. He saw stress as an intrinsically sociological issue because it influenced how
people’s well-being was determined by the social structure of their lives. He saw stress as an
issue that linked together sociology and psychology, as the external influence of the environment
could create an internal reaction such as stress (Pearlin, 1989). In addition to considering the
sociological role of stress as a factor in social structures and social structures as a cause of stress,
he studied the processes by which social factors could worsen or mediate the effects of stress.
Thus, Pearlin (1989) created the stress processing theory to understand the ways social structures
could influence stress on the individual level, as well as the larger scale ways that social
structures could control an individual’s exposure to stressors and the relative effect of these
stressors.
Therefore, using stress processing theory was a natural lens to examine the transition
between military and academic life and the effectiveness of schools’ attempts to alleviate the
challenges of this transition. Stress processing theory was used to study issues pertaining to
veteran students previously (e.g., Elliott, 2015). The theory was applicable in this context
because military life and student life represented two distinct sets of social structures, and the
position of veteran students within the student social structure was unique. This position might
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magnify the stressors affecting veteran students due to their perceptions of being unfairly judged
by others (e.g., Elliott, 2015). However, I studied how concerted efforts on the part of schools
through funding and resource allocation might act to counteract this issue.
The existing literature had not yet explored how effective school programs for veteran
students actually were in helping these students (Cole & Kim, 2013). Therefore, the current
study furthered the understanding of stress processing theory and might show academic and
practical insights into how resources and funding allocation influenced veteran students. Chapter
2 contains literature about this issue.
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Chapter 2: Literature Review
Challenges of Veteran Students
An increasing number of veterans seek postsecondary education through the Post-9/11 GI
Bill (Bound & Turner, 2002; Elliott, 2015); however, college graduation rates for veteran
students remain low. Thirty percent to 40% of veterans who use their veteran benefits to attend
school do not graduate (e.g., U.S. Department of Veteran Affairs, 2015; VA Campus Toolkit,
2013). The purpose for conducting this quantitative, historical, non-experimental correlational
study was to determine whether targeted programs for veteran students were helpful to show how
best to allocate resources for their education. Specifically, this study investigated the
relationships between school funding, VA benefit funding, academic success, and graduation
rates. The next section includes examinations of health and mental health issues, such as posttraumatic stress disorder (PTSD), substance abuse, and physical disabilities experienced by
veteran students.
Health and Mental Health of Veteran Students
Veteran education benefits have expanded, as has the amount of money spent on veteran
higher education (Radford, Bentz, Dekker, & Paslov, 2016). There has been an increase in the
number of veteran students who have attended college since the passing of the G.I. Bill in 2011,
specifically the number of veteran students attending a 4-year university (rates of veteran
students attending community colleges have shown a slight decline). At the same time, more
veteran students have reported disabilities than nonmilitary students, which has shown one
difference between military and nonmilitary students and the need to address unique needs of
veterans (Radford et al., 2016). Additionally, O’Toole, Johnson, Aiello, Kane, and Pape (2016)
found that homelessness was also a challenge faced by veterans. This section includes
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discussions of the unique psychological, self-injurious, and substance abuse problems
experienced by veterans and treatment patterns among veterans.
Psychological problems among veterans . Veterans tend to exhibit psychological issues
after serving in the military and experiencing trauma. For instance, Reeves, Parker, and KonkleParker (2016) examined the healthcare problems experienced by veterans and the need for
mental health professionals to be prepared to treat these issues effectively. Common mental
health issues faced by veterans included emotional distress, PTSD, and acute stress disorder
(Reeves et al., 2016; Vaughan, Schell, Tanielian, Jaycox, & Marshall, 2014; Wisco et al., 2014).
Wisco et al. (2014) noted that 90% of veterans reported exposure to at least one traumatic event.
Furthermore, PTSD symptomology was positively correlated to anxiety, depression, and mood
disorders and substance use problems. Wisco et al. argued that future researchers should address
other programs that met the unique needs of veterans.
Previous researchers similarly highlighted risks for veterans, namely PTSD and
depression (Vaughan et al., 2014). A total of 913 veterans participated in Vaughan et al. (2014)
mixed-methods study, which involved online surveys as well as phone interview surveys.
Descriptive analyses showed that most participants were white males, and about half were
married. Further analyses showed that about 20% of respondents met the criteria for PTSD,
depression, or both. Results indicated that PTSD and depression symptoms were found
significantly higher among veterans who received VA services than those that did not (Vaughan
et al., 2014). This finding indicated that using prevalence rates from VA services might lead to
overestimating mental health problems in veterans. In addition, Vaughan et al. (2014) found that
many veterans were in need of services for PTSD and depression but were not receiving these
services. Overall, Vaughan et al. helped to understand better the prevalence of two mental health
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issues, namely PTSD and depression in veterans. The researchers highlighted that there were a
subset of veterans experiencing symptoms of PTSD, depression, or both who were not receiving
care from the system.
Koo, Hebenstreit, Madden, Seal, and Maguen (2015) examined mental health issues in
veterans and gender and racial differences. Diagnoses of focus included PTSD, depression,
anxiety disorders, adjustment disorders, and alcohol and drug abuse disorders. Participants were
also grouped depending on whether they exhibited one, two, or multiple disorders. Records from
a total of 792,663 veterans were utilized in the study. Descriptive analyses showed that almost
30% of veterans were diagnosed with PTSD; about a quarter were diagnosed with depression,
14% were diagnosed with anxiety; and about 10% were diagnosed with an anxiety disorder, drug
abuse disorder, and alcohol abuse disorder (Koo et al., 2015). Results from further analyses
showed that Asian/Pacific Islanders displayed less mental health problems than Whites, and
Whites displayed less mental health problems that American Indians. However, Whites were
more likely to display symptoms of anxiety. The study showed that, in addition to being a unique
population already, there were racial differences that made certain veterans even more at risk for
mental health outcomes (Koo et al., 2015).
More explicitly, Rumann and Hamrick (2010) wanted to understand the psychological
experiences of student veterans as they transitioned to college after being employed in the
military. Rumann and Hamrick involved semistructured interviews of five male veteran students
and one female veteran student. On average, interviews lasted about 90 minutes. Notably, all
participants reported having concerns about transitioning to college. One of these concerns
included having issues with university policies that complicated re-enrollment into college,
although they felt that college personnel did try to help them during their enrollment process
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(Rumann & Hamrick, 2010). Respondents also noted high stress levels and issues with adapting
their identities from one of a military member to a college student. Keeping busy and staying
active during college were ways that respondents reported increasing their motivation and
staying on task throughout college. Interestingly, the student veterans described college as a
situation, which removed the individual from the college experience (Rumann & Hamrick,
2010).
Mental health and academics. Another subset of authors examined the link between the
mental health of veterans and their academic performance. R. Campbell and Riggs (2015) sought
to investigate the impact that veteran students’ psychological stress and social support had on
academics. A total of 117 veteran students participated in the study. All veteran students had
been deployed prior to this study. Most of the sample consisted of males (84%), and the average
age was 32.5 years. Questionnaires were administered online (R. Campbell & Riggs, 2015). R.
Campbell and Riggs (2015) showed that support from military personnel during time spent in the
military as well as social support while in the college setting was important for veteran students’
academic success. Anxiety and post-traumatic stress symptoms were shown to impact academic
success negatively. The study had many implications for college campuses and personnel; for
instance, college leaders should screen for mental health symptoms among student veterans and
develop plans to address these symptoms. This process would also mean that campuses must be
better staffed to meet the needs of student veterans (R. Campbell & Riggs, 2015).
Other researchers linked mental health to troubles in academics. For instance, Dasarathy
(2015) discussed the familiar challenges faced by veteran students, including pressure to obtain a
college degree and mental health problems. Additionally, Fortney et al. (2016) found that veteran
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community college students had greater levels of depression, PTSD, and suicidal ideation than
nonveteran community college students.
Self-harm patterns among veterans . Researchers explored the tendencies of veterans to
self-harm because of their mental health issues. Blosnich, Kopacz, McCarten, and Bossarte
(2015) found that veteran college students were more at risk for self-harm and more likely to
display psychiatric problems compared to non-veteran students. In another study, Bryan and
Bryan (2014) examined non-suicidal self-injury (NSSI) and suicidal behaviors in military and
veteran college students. An online survey was completed by 336 military members and
veterans; about 70% of those who completed the survey were male. Results showed that 14% of
military and veteran college students engaged in injurious behavior; the most common behavior
was cutting (Blosnich et al., 2015). Factors that were found significantly related to NSSI
included older age, serving a shorter amount of time in the military, greater trauma, being a
female, being of Native American descent, and being deployed to a combat zone. Further, NSSI
was significantly correlated with suicide ideation, planning, and attempts; this finding was true
even when controlling for demographics and covariates. Although this estimate was comparable
to that of nonmilitary and nonveteran students, it was a risk for military and veteran students and
an issue they might face while transitioning to college (Blosnich et al., 2015).
Alcohol abuse among veterans . Miller et al. (2016) compared drinking behaviors
among student service members, student veterans, and nonmilitary students. Regardless of
military status, males reported drinking more alcohol than females. Male and female SSMs and
veteran students overestimated the drinking behaviors of others, suggesting that their normative
perceptions of drinking behaviors were inaccurate (Miller et al., 2016).
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Other researchers examined problems of drinking among veterans. For instance,
Grossbard et al. (2014) found that high risk drinking behaviors were one of the risks that
veterans who were deployed faced more often than veterans who were not deployed. High-risk
drinking was shown to influence academic performances negatively, as were less support from
college faculty and inability to effectively handle stress. This study showed that leaders should
address the unique challenges of veteran students to promote success in higher education
(Grossbard et al., 2014).
Treatment patterns among veterans . To complicate the transition from military to
civilian life and college life further, researchers demonstrated that veteran students might not be
inclined to seek treatment when they were in need of help. For instance, E. E. Bonar, Bohnert,
Walters, Ganoczy, and Valenstein (2015) aimed to determine if mental health issues and seeking
treatment for mental health issues differed between student and nonstudent veterans/service
members. A total of 1,439 participants were involved in this study, and over 90% were male.
This study showed that despite if veterans or service members were attending college or not, they
were not likely to seek mental health treatment or utilize VA mental health services (E. E. Bonar
et al., 2015). Service members and veteran students reported not wanting to have treatment
indicated on their records. Student and nonstudent veterans and service members did not differ in
terms of depression, anxiety, alcohol abuse, or PTSD. The study indicated that service members
and veterans had mental health problems and were not likely to seek treatment for these
problems; around half of student and nonstudent veterans reported receiving mental health
services. Mental health needs were one example of unmet needs of veterans and service
members today (E. E. Bonar et al., 2015).
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In addition, Hoge et al. (2014) found a high amount of PTSD in veterans following
deployment or combat, yet a small percentage of veterans actually sought treatment for PTSD.
Of those who did, a quarter of them dropped out before completing treatment. Veterans reported
concerns about the stigma associated with seeking treatment and confidentiality, and they felt
that they could handle their issues on their own (Hoge et al., 2014).
In conclusion, the introduction of the G.I. Bill led to an increase in veterans seeking
higher education (e.g., Radford et al., 2016). Veterans faced many challenges after leaving the
military (e.g., Radford et al., 2016; Reeves et al., 2016). Some of the common psychological
challenges faced by veterans included PTSD and depression (e.g., Koo et al, 2015; Vaughan et
al., 2014). Research showed that psychological issues were related to poor academic
performance (Dasarathy, 2015) and self-injurious behaviors (Fortney et al., 2016). Veterans were
also more likely to exhibit drinking problems (e.g., Grossbard et al., 2014; Miller et al., 2016).
What further complicated challenges faced by veterans was their tendency to avoid seeking
mental health treatment (E. E. Bonar et al., 2015). The next section includes a discussion of
challenges and experiences faced by veterans when transitioning to civilian life with a focus of
transitioning to life as a college student.
Veteran Students in Transition
For the purposes of the current study, transition referred to a person leaving the military
setting and entering and adapting to the college setting. Tinoco (2014) described the increase of
veterans making the transition to college life and the difficulties that they might face. First, the
transition back to civilian life, followed by college life, is much less structured than military life.
For instance, students do not have a strict schedule every day and can question authority.
Previous research has indicated that to adapt, veteran students truly must change their whole
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mindset, which is challenging (Tinoco, 2014). Tinoco (2014) also noted that veterans were less
likely to achieve a higher education degree than nonveterans or nonmilitary individuals.
Challenges faced by veteran students include lack of academic preparation, lack of
understanding about how to proceed in the college environment, issues with VA paperwork or
policies, financial costs, and combat-related disabilities. Additionally, veteran students may
experience symptoms of PTSD and depression as well as substance abuse. In sum, the transition
of a military member to college is challenging enough due to institutional factors, such as
payments for tuition and confusing enrollment procedures; however, veteran students also enter
college with many other personal issues such as mental health and family problems and may
struggle with these issues along with social issues throughout college (Tinoco, 2014). The
remainder of this section will discuss identity and retention challenges that are commonly
experienced by veteran college students.
Veteran students’ challenges with identity. The transition from military to college life
results in veterans juggling multiple roles, including that of a military member, a civilian, and a
student; not surprisingly, this issue can be psychologically taxing. Naphan and Elliott (2015)
sought to understand the perspectives of veteran students when transitioning to college. In this
qualitative study, Naphan and Elliott reviewed interviews of 11 student veterans to understand
better their experiences with the transitions from military to college. The main themes generated
from respondents included task cohesion, structure in the military environment, responsibilities
of serving in the military and release anxiety, combat experience, and group cohesion in the
military. Task cohesion referred to the tendency for military members to be deindividualized and
only work on tasks together (Naphan & Elliott, 2015). The military structure is strict and
ordered, which is different from the environment on college campuses; this aspect can lead to
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communication and integration challenges. The theme of military responsibilities regarded being
given great responsibilities, usually at an early age, which makes transitioning to college difficult
due to the lack of major responsibilities. All but two of Naphan and Elliott’s (2015) participants
were deployed, and they noted that during combat, they engaged in behaviors and had thoughts
that were illegal; it was difficult to erase those experiences when suddenly transitioning back to
civilian life. Lastly, group cohesion was reported as quite common in the military, where groups
of military members did everything together; this aspect could make transitioning to a college
campus, with a variety of social groups and cultures difficult (Naphan & Elliott, 2015).
In addition, Jones (2013) discussed the challenges that veteran students faced due to the
need to combine their identities as military members, civilians, and students. Jones conducted the
phenomenological study to focus on the experiences of three full-time veteran college students
attending a university with a high number of veteran students. The university also had an active
Student Veterans of America chapter. Jones used criterion sampling to choose the three
participants. Two of the participants were males (Jones, 2013). After the interviews were
conducted, Jones (2016) found several themes. One of the greatest difficulties that student
veterans reported experiencing was adapting to civilian life, partly due to the strict nature of the
military and the more lenient nature of college; in a way, veteran students struggled with their
identities and new roles as students. Additionally, interviewees reported that there was a need for
more support and services for veteran students (Jones, 2013).
In a review of archival data, Alschuler and Yarab (2016) aimed to identify patterns in
veteran student retention. Alschuler and Yarab interviewed veteran students about their college
experiences. Results yielded many emerging challenges for veteran students, for instance,
transitioning to civilian life (let alone college life) was a transition, as was handling multiple
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roles and identities (as a military member, civilian, and student). Respondents also reported
having to deal with challenges related to medical and psychological problems; these issues in
turn could hinder veteran students from achieving their full potential in the academic setting and
interfere with their motivation to graduate. Respondents noted that college faculty and staff
needed to be better educated about veteran students’ needs and services for veteran students on
campus should be extended (Alschuler & Yarab, 2016).
Veteran students also struggled with managing different identities (i.e. their identities as
military members, civilians, and students; Alschuler & Yarab, 2016). Hammond (2016) indicated
veteran college students faced challenges related to identity, specifically having to adapt to
identify as a college student postdeployment. Gregg, Howell, and Shordike (2016) examined 13
student veterans who transitioned from the military to higher education. Main themes that
emerged in the experiences of student veterans included adapting to civilian lives and creating a
civilian identities.
Other researchers examined the difficulties of managing identities and the roles of
veteran students. Borsari et al. (2017) examined the challenges of student service members
(SSM) and veteran students when attending college, while evaluating current college programs
that aimed to assist student service members and veteran students. Results from the literature
reviewed showed that SSMs and veteran students reported problems with connecting with other
students, and they struggled with managing multiple identities. Another theme was reporting
mental health problems and physical disabilities. Another issue for some SSMs was the risk of
facing deployment while in college (Borsari et al., 2017). Additionally, military environments
were strict and structured; therefore, some SSMs and veteran students found it challenging to
navigate college life where they had fewer rules and responsibilities. This finding related back to
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the stress processing theory suggested by Pearlin (1989) because the roles and expectations of
being a veteran and a student could be conflicting. SSMs and veteran students also exhibited an
unawareness for programs and benefits offered to military students. Overall, the results indicated
that transitioning from the military to a college campus was a challenge, and there was a lack of
consensus on the efficacy of programs aimed at helping SSMs and veteran students with
adapting to college life and achieving academic success (Borsari et al., 2017).
Additionally, Herbst (2013) showed that aspects of veteran students’ lives and the
transition to higher education included the amount of time between leaving the military and
entering into college, cultural differences for military versus nonmilitary students, their abilities
to balance school and social lives, and psychological issues that resulted from exposure to
trauma while in the military. Additionally, some other factors that made transitioning to college
difficult for veteran students included feeling that they lost their military support network and
needing to secure their own housing, healthcare, and source of income (Herbst, 2013), which
also relates back to Pearlin’s (1989) proposition that inter-role conflict can be a form of stress.
Similarly, Sportsman and Thomas (2015) discussed that veterans have challenges with
both transition to civilian life and transition to college. One of these challenges was financial,
and another key challenge was connecting with nonveterans. This finding might be partly due to
student veterans’ tendency to lack patience for the mundane events and situations that happened
on college campuses. Additionally, student veterans were noted as different on campus, but this
difference could turn into alienation. Another struggle that pertained to college transition was the
common belief among veteran students that college policies and procedures were not logical,
possibly stemming from the change in environments from an orderly and structured environment
to an environment with fewer constraints (Sportsman & Thomas, 2015). As Pearlin (1989)
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suggested in his stress processing theory, playing conflicting roles in society led to stressors;
here, veterans were forced into the role of a student, and the demands were in conflict of with the
demands of being in the military. Sportsman and Thomas (2015) suggested that student veterans
be given detailed instructions of assignments and coursework so that they could effectively
understand procedural matters. The researchers also noted that student veterans might struggle
with mental health disorders, and even though most faculty members would not be fully trained
to handle such diagnoses, they should be able to identify symptoms so that they could make
recommendations outside of the classroom before issues escalate (Sportsman & Thomas, 2015).
Veteran students’ challenges with retention. Struggling with managing multiple
identities may influence college retention, but there are other factors that may also impact
retention. Elliott (2015) discussed the increase in veteran students attending higher education
since the passing of the G.I. Bill and the challenges faced by veteran students transitioning to
college. Elliott noted that the stress process theory was the backbone of the investigation of the
relations between military culture, stress, social factors, and educational factors because stress
process theory proposed that an individual’s place in society influenced the amount of stress and
resulting mental health issues that they would face. Transitions out of the military can be
particularly stressful; for instance, veterans may face financial issues and unemployment. In fact,
this review noted that unemployment has been shown to be higher in veterans than nonveterans
(Elliott, 2015).
Thus, the transition to college after military service is even more difficult; veterans have
challenges dealing with a less structured environment with people whose views are different than
their own and may also experience impacts from physical and psychological wounds (Elliott,
2015). In the research study, there were 626 veteran students who participated, and
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approximately 75% were male. The results showed that veteran students face more stress than
nonmilitary students, including depression (which was linked to combat exposure), and financial
hardship. Social support from one’s family and friends was related to depression and PTSD,
where elevated levels of support was associated with low levels of depression and low levels of
PTSD (Elliott, 2015).
In a review of archival data, Alschuler and Yarab (2016) identified patterns in veteran
student retention. Alschuler and Yarab studied veteran students’ retention rates and persistence
in college. The first phase of the study showed that, overall, veteran students had an average
graduation rate of 50%, which was not different than the national average. Transitioning to
college life is a great challenge for veteran students (e.g., Miles, 2014; Naphan & Elliott, 2015;
Vacchi & Berger, 2014; Voigt, 2016). For instance, Pellegrino and Hoggan (2015) found that
two of the main challenges faced by veteran students were financial stress and issues adapting to
a less strict and structured environment. Additionally, Jovanovic et al. (2016) proposed that
veteran students faced challenges from transitioning to college because they moved from a strict,
disciplined, and structured military environment to an environment with more freedoms and
fewer time constraints.
In addition, Jenner (2017) aimed to better understand the transition process from military
to college student and to identify potential factors impacting degree attainment and retention.
Jenner noted that veteran students faced challenges as they transitioned to and throughout
college. For instance, veteran students faced financial issues, lack of academic preparation, and
gaps in education which put them at risk for dropping out. Research showed that gaps in
education might impact engagement or investment in academics and receiving a college degree
(Jenner, 2017). However, like traditional or nonveteran students, veteran students faced issues
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with finances and balancing school life with social and other parts of life. Some key barriers
faced specifically by veteran students included displaying symptoms of mental health issues,
facing a lack of education benefits that they might receive as a veteran, and transitioning to
civilian and student life from being in the military. These issues cause problems balancing
different identities. Lastly, peer support was shown as a positive factor impacting the academics
and college experience of veteran students (Jenner, 2017).
Previous researchers attempted to understand factors that could help veteran students
succeed. For instance, Norman et al. (2015) examined the challenges and facilitators involved in
veteran students’ transition from military to college. A total of 31 veterans participated in the
study; of these, 24 participated in focus groups, and seven were interviewed individually.
Veteran students noted that they were appreciative of supports and organizations for veteran
students on campus. Challenges reported were with the Veterans Benefits Administration and
funding or financial issues, although there were reports of veterans being appreciative of the
Veteran education benefits. Overall, this study showed that individualistic factors impacted
veteran students’ transition to college and their academic success. Veteran students also reported
concern with how colleges addressed veterans, as well as with the G.I. Bill’s requirements for
obtaining a college degree (Norman et al., 2015).
In conclusion, veterans faced challenges when adapting to civilian life after leaving the
military (e.g., Tinoco, 2014). In general, civilian life is much less structured than military life, so
adapting requires changing mindsets. There is also the challenge of managing multiple identities:
as a military member, as a civilian and as a student (Jones, 2013). This can be even more
difficult when psychological and physical disabilities are present that resulted from time served
in the military (Tinoco, 2014). Transitioning further into life as a college student was also
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difficult due to the less structured environment and ability to question authority, which was much
different than in the military (e.g., Jovanovic et al., 2016; Pellegrino & Hoggan, 2015; Tinoco,
2014). In addition, veteran students were often unprepared for academics and had gaps of time
since they were last in the educational environment (Jenner, 2017). Veteran students might also
face financial issues (Jenner, 2017; Sportsman & Thomas, 2015) and issues with receiving VA
benefits for tuition payment (e.g., Tinoco, 2014).
Although student veterans might face various challenges while transitioning to college
life, they also had many strengths, including the ability to adapt, to prioritize tasks and goals,
being self-motivated and disciplined (Granger, 2016), and to be organized (Norman et al., 2015).
Colleges should have the resources and staff needed to accommodate student veterans and utilize
their strengths while transitioning to college (e.g., Wilson, 2014). Social support was crucial to
the successful integration and academic success of veteran students (e.g., R. Campbell & Riggs,
2015; Romero, Riggs, & Ruggero, 2015; Whiteman, Barry, Mroczek, & MacDermidWadsworth, 2013), which included interactions with staff (Falkey, 2014). Veteran students
should receive the mental health, financial, and childcare/family services that they need (Sitzes
& Akroyd, 2018). Lastly, college leaders need to be adamant about avoiding stereotyping their
veteran students (e.g., Vaccaro, 2015); instead, college leaders should focus on promoting the
strengths of veteran students (e.g., Church, 2009).
Integration of Strengths and Needs of Veteran Students
Strengths of veteran students . Colleges could benefit from working with the strengths
of college students; even though veteran students have unique challenges, they also have unique
strengths. Granger (2016) discussed strengths of veteran students and factors that helped students
succeed in higher education. These strengths and positive factors included being adaptable,
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empathetic, able to prioritize goals, and self-motivated. Another strength of veteran students was
that they tended to be very self-disciplined (Norman et al., 2015; Olsen, Badger, & McCuddy,
2014). Another set of skills that might ease the transition into college included organizational
skills that veteran students had developed while serving in the military (Norman et al., 2015).
Other research indicated that colleges should build on the strengths that veterans tended
to exhibit (Church, 2009). For instance, veterans showed elevated levels of resilience and often
had a profound sense of purpose, particularly with group tasks due to loyalty toward teammates.
Veteran students could bond over similar experiences and form high levels of trust; therefore,
colleges should promote collaboration among veteran students; one method discussed by Church
(2009) was veteran peer counseling. Veteran students are were self-disciplined, which could be
helpful for staying on task and prioritizing (Church, 2009).
The importance of support during academic transition. The changing trends of degree
attainment may be partly due to the elevated level of support needed for veteran students, and
support is a critical component of Pearlin’s (1989) stress processing theory. Cate (2013) found
that nonveterans reported greater percentages of college graduation. The study highlighted that
veteran students are attending college at higher rates than reported in earlier years; therefore,
colleges need to be prepared to support veteran students as they transition from the military to
college life (Cate, 2013). Similarly, Wilson (2014) highlighted the importance of a system of
support, rather than any one singular means of support, for veteran students to transition to
college life and succeed in higher education.
Sitzes and Akroyd (2018) and Persky and Oliver (2010) noted that veterans faced
financial and integration issues when transitioning to college. Suggestions included better
training and educating college staff and faculty. Additionally, Pomerantz, Kearney, Wray, Post,
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and McCarthy (2014) highlighted the importance of integrating systems of care for veterans,
specifically to include mental health services. The efforts to integrate better care already
increased treatment of mental health issues among veterans.
Vaccaro (2015) interviewed 11 student veterans to better understand the college
experience of veteran students. One major issue reported was being stereotyped or unfairly
judged based on their military experiences, even though the students themselves were otherwise
different. Rejecting stereotypes is a crucial step in creating college campuses that are militaryfriendly. Being integrated into college life rather than being stereotyped is important (e.g.,
Vaccaro, 2015).
Olsen et al. (2014) examined active duty and veteran college students’ strengths and
weaknesses in the college setting. The researchers used semistructured interviews for data
collection on veterans’ ideas about their own strengths and challenges that they faced as they
entered college lives and transitioned from military members to students. Ten veteran students
participated in the study, and seven of them were males. Olsen et al. questioned why participants
believed veteran students might not engage in the social and academic programs offered to them
to find resources to help veteran students of the future.
Badger and McCuddy (2014) found that there was a need for program helpers to aid
veteran students in connecting with one another for social interactions at college. In another
study regarding social support, E. J. Campbell (2016) examined the self-determination
framework displayed by veteran students in a cohort model designed to help veteran students
achieve academic success. A total of 17 veteran students who attended community college were
interviewed, and results showed that feeling supported and connected with other student veterans
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helped to motivate veteran students. E. J. Campbell (2016) provided support for college
programs to build feelings of community and motivation for veteran students.
Cole and Kim (2013) also identified some of the challenges faced by veteran students,
with the main challenge being integration. Veteran students do not report elevated levels of
social support of engagement in college life. Integration to college life is important for veteran
students, and colleges should be prepared to offer programs to help student veterans with this
process (Cole & Kim, 2013). Additionally, Falkey (2014) examined the experiences faced by
community college and 4-year college veteran students. Results showed that community college
students reported more interaction with faculty and little interaction with other students (even
other veteran students). However, the 4-year college students reported low levels of interaction
with faculty, but elevated levels interaction with other student/veterans; these students also
reported little interaction with nonveteran students (Falkey, 2014).
Haynes (2016) suggested that college leaders should create a roadmap for tailored for
these students, hold an orientation specifically for veteran students, and consider a strategic
outreach program to connect with and understand the concerns and needs of these students.
Heitzman and Somers (2015) noted that although a higher percentage of female veterans
obtained their higher education degree, their unique needs as veteran students were not really
addressed, resulting in the feeling that they withdrew from other students and college life.
In another study, Layne (2016) examined feedback from veteran students to help evaluate
whether colleges were well-prepared to assist and accommodate veteran students. Results
showed that resources and opportunities for student veterans to receive emotional and social
support were limited. One suggestion was to educate better university staff so that they were
more prepared and aware of issues faced by student veterans (Layne, 2016). R. Campbell and
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Riggs (2015) found that support from military personnel during time spent in the military as well
as social support while in the college setting is important for veteran students’ academic success.
Goldberg, Cooper, Milleville, Barry, and Schein (2015) discussed suggestions for college
programs to meet the needs of veteran students better, including adding more structure to
programs and partnering with veteran services organizations. The study was rooted in the social
cognitive career theory (SCCT) and student engagement theory. SCCT proposes that careerrelated behaviors are impacted by many other factors, such as gender, culture, social events, and
unexpected life events. Student engagement theory proposes that students perform better when
they are engaged and invested in their academics, which includes applying what they are
learning to their own lives (Goldberg et al., 2015). The review then discussed results from an
expert panel of student veterans regarding their transition to college. The first theme that
emerged was the challenge of transitioning to college. Second, the timeline of transitioning, or
order and events that led up to attending college was hectic and confusing. Third, veteran
students felt that they were lacking the support they once had while active in the military; this in
turn has led to more psychological issues. Fourth, being a non-traditional-aged student was a
difficulty for veteran students; on average veteran students are 5 years older than their
classmates. Suggestions for college campuses were increase training and support for veterans
such as academic career advising and mentoring programs. Increased collaboration with veteran
organizations was also recommended (Goldberg et al., 2015).
Romero et al. (2015) collected data from over 100 veteran students that showed that
using avoidant coping significantly predicted experiencing posttraumatic stress symptoms. The
key role of social support was also highlighted: family social support moderated the relationship
between problem-focused coping and depression, and the relation between avoidant coping and
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symptoms of anxiety and depression. This study helped to show coping strategies that veteran
students should avoid and emphasizes the need for veteran students to have social support
(Romero et al., 2015).
Kirchner (2015) discussed that veteran students face many challenges unique to being in
the military such as stereotypes and adapting to a less structured and strict environment. The
researchers also described programs and resources that colleges can use to help veteran students
feel safe and succeed in academics, including but not limited to student veteran organizations,
orientations for veterans, veteran resource centers and trainings for university faculty (Kirchner,
2015).
Researchers examined the resources that colleges provided to veteran students to aid in
the transition from military life to college life and the challenges faced by veteran students
(Griffin & Gilbert, 2015). Purposeful sampling was used to recruit enough veterans more easily
for the study, but faculty, administrations and other students also participated. One-hundred
participants underwent interviews; of these, 28 were students and 72 were college staff and
personnel (Griffin & Gilbert, 2015). Three main themes emerged. First, veteran students noted
that professors should have resources that meet students’ unique needs, and having more
resources would help them feel more in control of their transition. Second, veteran students
indicated that institutional services were important. Third, social support and integration into the
social environment of college was identified as important for veteran student success; veterans
felt they did not relate to traditional aged college students, so leaders of programs and campuses
should work to foster an inclusive environment with a greater sense of community. There is no
one approach that works for all student veterans; college leaders should consider the experiences
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and needs of each individual student veteran to accommodate them better as they make difficult
life transitions (Griffin & Gilbert, 2015).
Structure and support from colleges is important, but social support is also crucial for
veteran students. Whiteman et al. (2013) found that student service members and veteran
students reported less social support than nonmilitary students. An increased level of peer
support was related to positive academic and mental health outcomes. In another study, Gregg et
al. (2016) examined 13 student veterans who transitioned from the military to higher education.
A main theme that emerged was the importance of engaging in social interactions with other
college students.
Semer and Harmening (2015) sought to understand better the experience of student
veterans and specifically identify factors that helped them progress academically. The
quantitative study used a non-experimental design and involved a sample of first-year student
veterans in Ohio. The study found that race, number of credit hours, discussing career goals,
receiving feedback from professors regarding academics, participating in college events,
exercise, and commute time to college were all significantly related to veteran students’ GPA
after their first semester of college (Semer & Harmening, 2015). Importantly, the findings from
the study indicated that college personnel can take certain actions to help veteran students
succeed. When removing the challenges, such as commute to work, family-related problems, and
race-driven factors, college leaders could assist student veterans in their transition to college life.
Additionally, student veterans were adamant about not receiving special treatment; instead, they
desired college personnel to understand their background and diverse experiences, and the
challenges they faced (Semer & Harmening, 2015).
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Sitzes and Akroyd (2018) found that five factors were key to the success of veteran
students in community colleges: social support from family or friends, adequate counseling and
mental health services, assistance with financial aid/tuition, access to child care, and veteran
recognition activities. Whiteman et al. (2013) found that student service members and veteran
students reported less social support than nonmilitary students. Increased peer support was
related to positive academic and mental health outcomes.
Hart and Thompson (2013) conducted a study regarding veteran students’ performance in
writing classes involved two phases. In the first phase of the study, an online survey was sent to
respondents, and there were 439 completed responses. Respondents represented more than 205
universities. In the second phase of the study, site visits were conducted with staff and Veterans
Resource Centers (on campuses). Results from the study showed that although there has been an
increase of veteran students, there has not been an increase in training, support or resources
offered to university faculty to help guide veteran students as they transition to college life. For
instance, although two-year and online colleges offer more first-year writing courses for student
veterans than 4-year universities, these colleges are not as equipped to provide services and
supports for veteran students. Additionally, the pressure placed on student veterans to achieve a
degree in a strict time adds to stress and challenges that veteran students face (Hart & Thompson,
2013).
Research indicated that when given beneficial amounts of support, veteran students could
succeed academically. For instance, Ackerman, DiRamio, and Mitchell (2009) examined a total
of 19 male veterans and six female veterans who transitioned to college. One of the first themes
to emerge throughout interviews was the desire to serve and fulfill their duties, which was noted
as a common reason for joining the military. The study indicated that veteran students had
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special needs but were still likely to be successful if these needs are met by university staff
(Ackerman et al., 2009). Many respondents had been deployed, served in a war zone, and had
been wounded. Out of the many transitions they had already experienced (i.e., transitioning to
the military and throughout the military), transitioning from the military to a civilian, and then to
a college student was reported to be the most challenging. Several respondents noted that their
college did have helpful resources and friendly personnel who tried to assist with their transition
to college life; however, defining a veteran-friendly college was a difficult task for respondents,
leaving it clear that college campuses were not fully equipped to accommodate veteran students
(Ackerman et al., 2009).
Gender Differences among Veterans
Research indicated that being a veteran student might place individuals in a unique social
position which leads to experiencing stressors, but researchers also suggested that the stressors
faced by veteran students might be related to their gender. For example, Burkhart and Hogan
(2015) discussed the unique challenges faced by female veteran students. A total of 20 female
veterans participated in the current study. About 65% of the participants were Caucasian and the
remainder were African American (35%), with an average age of 45 years, and there was a wide
range of time served in the military (2 to 30 years). A major theme was the attempt to cope with
the transition to college life (Burkhard & Hogan, 2015). Respondents reported their experiences
with war and experiences of shock while in the military. Respondents also discussed their
experiences with sexual assault while in the military and that their various experiences have
hardened them. Regarding being a college student, female veterans reported a few main
challenges: they felt that they were living a double life, as a military member and a student; they
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felt like they were unprepared for civilian life; and they reported that living with PTSD was a
challenge (Burkhart & Hogan, 2015).
Alfred, Hammer, and Good (2014) examined masculinity among active duty members
and veterans who were attending college. Conformity to masculine norms was negatively
correlated to psychological well-being, indicating both those in active duty and veteran college
students are at risk for mental health issues. Barry et al. (2014) compared veteran students to
nonveteran students in the college setting. Veteran students were more likely than nonveterans to
display signs of psychological and behavioral problems and adjustment issues to college life,
including a feeling of disconnect between veteran students and nonveteran students (Hammer &
Good, 2014). Therefore, there might be gender differences regarding well-being and adjustment
to college life based on male/female veteran students’ level of masculinity.
Additionally, DiRamio, Jarvis, Iverson, Seher, and Anderson (2015) used a mixedmethods approach to examine student veterans’ help-seeking behaviors and opinions with a
focus on female student veterans. The results showed that help-seeking behaviors/attitudes were
not significantly different between males and females, although another factor did: military
culture and values. Military culture and values were shown to impact female veteran students’
help seeking attitudes, but it did not do so for male veteran students (DiRamio et al., 2015). This
review also found that women veteran students who exhibited pride, a typical military cultural
context, were less likely to seek help, even when they really needed it. The findings suggested
that campuses help veteran students by emphasizing the military values that work to their
benefit. For instance, a value of the military is community and team building; therefore, if this is
increased, veteran students may feel more comfortable approaching college staff when they need
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help. Student veteran organizations can also participate in similar activities to build student
veterans’ sense of community with other college students (DiRamio et al., 2015).
Tsai, Rosenheck, and Kane (2014) examined issues faced by homeless female veterans.
Even though females were less likely to experience deployment, they are more likely to show
symptoms of PTSD. Homeless female veterans were younger, more likely to have substance
abuse issues, and more likely to have dependents with them than male homeless veterans.
However, female homeless veterans also had some strengths compared to male homeless
veterans including better working relationships and faster admittance into assistance programs
(Tsai et al., 2014).
In conclusion, there may be potential gender differences among veterans. Research has
highlighted that females report struggling with living with two different identities and being
unprepared for life after the military (Burkhart & Hogan, 2015). Regarding seeking help, male
and female reports did not differ, however factors that influenced help-seeking did (DiRamio et
al., 2015). Additionally, when females exhibited high levels of pride, they were less likely to
seek help, even when they needed it; however, this was not true for males (DiRamio et al., 2015).
Research has also shown that females are even more likely than males to display symptoms of
PTSD (Tsai et al., 2014). The next section will discuss different programs that aim to
accommodate male and female student veterans.
Current Programs for Veteran Students
The G.I. Bill led to the increase of veterans attending colleges as well as the number of
programs implemented to support and accommodate veteran students. This section will review
school-funded programs as well as VA-funded programs that aim to help veteran students
succeed.
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School funding. Some school-funded programs have been implemented to try to ease the
transition for veteran students and increase academic success (e.g., Ahern et al. 2015; Allen,
Armstrong, Saladiner, Hamilton, & Conrad, 2014). Allen et al. (2014) examined two programs
aimed at assisting veteran students enrolled in a college nursing program. Findings suggested
that although finances remained a struggle, other challenges were faced by veteran students, such
as going on campus for the first time. The Prior Learning Assessment (PLA) has been shown to
help veteran students move at their own pace and advance if they already exhibit enough
knowledge; this helps to ensure that veteran students are challenged. The PLA offers each
veteran student a personalized curriculum and helps to ensure that they are challenged but also
engaged in their academics. By completing a standardized test prior to entering college, the PLA
helps to identify gaps in knowledge, resulting from the gap in education while serving in the
military (Allen et al., 2014). The PLA can also help identify veteran students who are ahead in
academics, allowing them to apply hours for coursework or clinical work as well as class credits
that they have already shown knowledge of to expedite their course plan. The use of this
competency-based tool helps to tailor curricula and has shown to be especially helpful for
student veterans. This evaluation relates to the current study because of the link between funding
and programs for veteran students and the success of veteran students (Allen et al., 2014).
Kees, Risk, Meadowbrooke, Nellett, and Spinner (2017) examined the nationwide peer
support program for student veterans, Peer Advisors for Education (PAVE), which had trained
peers to provide outreach, support, and links to resources to assist student veterans. Researchers
showed PAVE positively influenced veteran students. The review began by discussing the
difficulties that veteran students experience when transitioning to college, including but not
limited to financial issues and being older than traditional college students. The researchers also
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noted the tendency for veteran students to not seek help when needed out of fear of stigma (Kees
et al., 2017). To combat the fear of being stigmatized, peer programs may be an effective way for
veteran students to discuss issues and connect on a social level with their college peers. This
review then focuses specifically on PAVE. This peer support program involves experienced
student veterans (not first-year students) who meet with new or incoming student veterans. These
peers offer a sense of community and can also provide new veteran students with resources and
information they need to help with their transition to college and progressing throughout college.
PAVE has been implemented across 40 college campuses (Kees et al., 2017).
VA benefits. VA benefits for veteran students have increased since the implantation of
the G.I. Bill (e.g., Sutton, 2016). The American Council on Education (ACE, 2015) collaborated
with the U. S. Department of Defense and higher education to review military training and
experiences for the award of equivalent college credits for members of the Armed Forces and to
evaluate military training, course work, and occupational experience. Veterans of America
provide campuses with a model to foster safe and positive meetings of veteran students on
campus (Church, 2009). Additionally, Norman et al. (2015) had their participants complete selfreported measures related to trauma and health, including psychological health and substance
use. Participants were also interviewed about experiences related to veteran-friendly campuses
and challenges throughout college. A total of 31 veteran students participated in the study and
most were male. Participants reported positive feedback regarding college programs that offered
priority registration and counselors for veterans’ academic and financial needs (Norman et al.,
2015). The veteran students also suggested that the Veteran Campus Toolkit is a great tool for
college faculty to review because it offers training that helps faculty to better understand the
unique needs of veteran students. The participants also revealed that having activities for
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veterans specifically and even hanging flags supportive of veterans can help to foster a veteranfriendly campus.
McCaslin et al. (2014) examined the Department of Veterans Affairs’ Veterans
Integration to Academic Leadership (VITAL) initiative. This initiative aimed to increase veteran
students’ access to resources and treatment through on-campus clinical services. The initiative
also provided connections between VA Medical Centers and academic settings, and discussed
the challenges faced by student veterans that transition to college such as problems related to
establishing an identity, stress, and mental health issues. Future research is needed to evaluate
the effectiveness of programs such as VITAL (McCaslin et al., 2014).
Another program for veteran students is Combat2College (Church, 2009). This program
is helpful because it focuses on promoting the strengths of veteran students instead of focusing
on their disabilities and weaknesses. The program is also beneficial because it takes a
comprehensive approach to accommodate veteran students by offering healthcare that includes
mental health care as part of comprehensive student care. Additionally, the program helps to
provide veteran students with relevant resources, fosters social interactions among veteran
student groups, and builds trust among veteran students (Church, 2009).
Efficacy of programs for veterans . Despite the increase in use of funded programs for
veteran students, research was lacking on the efficacy of these programs (e.g., Coll & Weiss,
2016). Borsari et al. (2017) found a lack of consensus on the efficacy of programs aimed at
helping SSMs and veteran students with adapting to college life and achieving academic success.
Additionally, Callahan and Jarrat (2014) found that a lot of money and resources were put into
these programs, but research on the efficacy was limited.
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Evans, Pellegrino, and Hoggan (2015) discussed the lack of solid evaluations of such
programs; the evaluations were found to be untested or in need of modifications to truly address
the special needs of veteran students. Spencer (2016) noted suggestions for college faculty to
better accommodate veteran students including more education, avoiding generalizations about
military members or veteran students, and developing relationships with other offices/personnel
to build a stronger network of support for veteran students. Summerlot, Green, and Parker (2009)
discussed the importance of college veteran organizations; these organizations help integrate
veteran students into college life and have positive impacts on veteran students’ academic
success.
In conclusion, various programs, both school-funded and VA-funded, exist for the
purpose of alleviating challenges faced by veterans transitioning to college students. For
instance, Allen et al. (2014) showed helpers of the PLA aided veteran students to move at their
own pace and advance if they already exhibited sufficient knowledge; helpers ensured they
challenged veteran students. There is also a nationwide peer support program for student
veterans, PAVE, which uses trained peers to provide outreach, support, and linkage to resources
to assist student veterans and has been shown positively impact veteran students (Kees et al.,
2017). Additionally, VA benefits have increased due to the implementation of the G.I. Bill (e.g.,
Sutton, 2016), and the Veterans of America provide campuses with a model to foster safe and
positive meetings of veteran students on campus (Church, 2009). The Veterans Integration to
Academic Leadership (VITAL) initiative aims to increase veteran students’ access to resources
and treatment through on-campus clinical services and to link VA Medical Centers to academic
settings (McCaslin et al., 2014). Combat2College (Church, 2009) is another program for veteran
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students that focuses on promoting the strengths of veteran students instead of focusing on their
disabilities and weaknesses and providing comprehensive healthcare (Church, 2009).
Chapter Summary
The introduction of the G.I. Bill led to an increase in veterans seeking higher education
(e.g., Radford et al., 2016). Veterans faced many challenges after leaving the military (e.g.,
Radford et al., 2016; Reeves et al., 2016). Some common psychological challenges faced by
veterans included PTSD and depression (e.g., Koo et al, 2015; Vaughan et al., 2014);
psychological issues have been shown to be related to poor academic performance (Dasarathy,
2015) and self-injurious behaviors (Fortney et al., 2016). Veterans were also more likely to
exhibit drinking problems (e.g., Grossbard et al., 2014; Miller et al., 2016). Veterans tended to
avoid seeking treatment (E. E. Bonar et al., 2015). Previous literature indicated that veterans
were in a unique social role on college campuses, which might put them at risk for experiencing
a variety of stressors; this finding aligned well with the stress processing theory proposed by
Pearlin (1989) because their social and economic position created various stressors, such as lack
of academic preparation from their gaps in education and financial stressors. These stressors
could hinder the academic success of veterans during their college experience.
One challenge faced by veteran students was adapting to an unfamiliar environment;
civilian life was much less structured than military life, and adapting required changing
mindsets. There was also the challenge of managing multiple identities: as a military member, as
a civilian, and as a student (Jones, 2013). In addition, veteran students were often unprepared for
academics and had gaps of time since they were last in the educational environment (Jenner,
2017). Veteran students might also face financial issues (Jenner, 2017; Sportsman & Thomas,
2015) and issues with receiving VA benefits for tuition payment (e.g., Tinoco, 2014).
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Furthermore, despite the increase in veteran students attending college, colleges were not
prepared to accommodate veteran students (e.g., Hart & Thompson, 2013).
However, veteran students displayed many strengths, including the ability to adapt,
prioritize tasks and goals, be self-motivated and disciplined (Granger, 2016), and be organized
(Norman et al., 2015). Colleges should have the resources and staff needed to accommodate
student veterans to utilize their strengths while transitioning to college (e.g., Wilson, 2014).
Social support was crucial to the successful integration and academic success of veteran students
(e.g., R. Campbell & Riggs, 2015; Romero et al., 2015; Whiteman et al., 2013), which included
interactions with staff (Falkey, 2014). Pearlin (1989) stressed the importance of social support
when dealing with stressors, which was why the current study aligned well with Pearlin’s (1989)
stress processing theory.
Research indicated that the transition from military to college might differ based on
genders; in other words, veterans might be at risk for experiencing more stressors based on their
gender. Burkhart and Hogan (2015) stated their female participants reported struggling with
living with two different identities and being unprepared for life after the military. Regarding
seeking help, male and female reports did not differ; however, factors that influenced helpseeking did (DiRamio et al., 2015). For instance, cultures and values of the military influenced
females’ help-seeking behaviors, but these factors did not influence males’ help-seeking
behavior. Additionally, when females exhibited elevated levels of pride, they were less likely to
seek help, but this finding was not true for males (DiRamio et al., 2015). Tsai et al. (2014)
showed that females were more likely than males to display symptoms of PTSD.
Previous researchers highlighted that different programs, both school-funded and VAfunded, existed to alleviate challenges faced by veterans transitioning to college students. These
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programs included the PLA (Allen et al., 2014), Peer Advisors for Education (Kees et al., 2017);
the Veterans of America framework (Church, 2009), the Veterans Integration to Academic
Leadership (McCaslin et al., 2014), and Combat2College (Church, 2009). Based on the gaps in
the literature, I examined the characteristics/profile of veteran students, the influence that VA
benefit funding had on veteran student programs, the influence that school funding for veteran
student programs had on academic success and graduation rates for veteran students, and
whether gender of veteran students moderated the effect of funding in academic success and
graduation rates.
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Chapter 3: Methods
The purpose for conducting this quantitative, historical, non-experimental correlational
study was to determine whether targeted programs for veteran students were helpful to show how
best to allocate resources for their education. Specifically, this study investigated the
relationships between school funding, VA benefit funding, academic success, and graduation
rates.
What now follows is a discussion of the rationale for the research design, as well as the
methodology. The population and sampling procedures, as well as recruitment, participation, and
data collection, are addressed. The instrumentation and operationalization of constructs and data
analysis procedures are explained. Threats to validity and ethical procedures are identified. The
chapter concludes with a summary of Chapter 3.
Sample
As of 2013, there were over 1 million veteran students attending college in the United
States, a 100% increase from the roughly 500,000 veteran students in 2009 (VA Campus Toolkit,
2013). These students represented 4% of the student body, a percentage that increased as more
veterans returned from Iraq and Afghanistan; however, there were few up-to-date data sources on
the current state of this demographic (American Council on Education, 2015). Nevertheless, I did
not focus on the veteran students themselves; instead, I focused on the colleges at which they
enrolled. According to the VA Campus Toolkit (2013), “79% Student Veterans using GI benefits
are attending public schools. The remaining 21% of veteran students are equally split between
non-profit private schools and proprietary schools” (para. 2). Additionally, over 80% of veteran
students were concentrated into 23 states (American Council on Education, 2015). Thus, the
study population consisted of the public universities in those 23 states.
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In terms of the sampling method used for this study, the researcher employed purposive
sampling. Purposive sampling is a non-probability sampling technique where a researcher relies
on his or her own judgment when choosing members of population to participate in the study
based on characteristics of a population and the objective of the study (Yang & Banamah, 2014).
Purposive sampling was conducted because it had certain advantages applicable for this study.
These included greater accessibility, faster speed, and lesser costs associated in recruiting
samples for the study (Coy, 2019). Only institutions for which data on veteran students were
available either publicly or through the schools were used. The study was also limited to
American veteran students, and I did not include international veteran students or account for
demographics other than gender in its analyses.
Sampling was carried out through accessing publicly available records and what data
these school leaders were willing to provide, and the final sample consisted of all applicable
schools for which data were available. A minimum sample size was determined with G*Power
3.1.9.2 (Figure 1). A minimum sample size of 77 veteran students was required to detect a
difference of medium effect size of f² = .15 at 5% confidence with 80% power to conduct
multiple regression with three independent variables (graduation rate, academic success, and
gender). Figure 2 provides a G*Power plot that determines the critical F value of F = 2.730 to
detect statistical significance. If some individuals did not wish to be participate, recruiting
continued until the required number was achieved.
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F tests - Linear multiple regression: Fixed model, R² deviation from zero
Analysis: A priori: Compute required sample size
Input:

Output:

Effect size f²

= 0.15

α err prob

= 0.05

Power (1-β err prob)

= .80

Number of predictors

= 3

Noncentrality parameter λ

= 11.5500000

Critical F

= 2.7300187

Numerator df

= 3

Denominator df

= 73

Total sample size

= 77

Actual power

= 0.8017655

Figure 1. G*Power sample size calculation to detect a medium effect size of f² = 0.15 at 5%
confidence with 80% power.

Figure 2. G*Power plot of critical F value required to conduct multiple regression to detect a
medium effect size of f² = 0.15 at 5% confidence with 80% power.
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Design
Because the objective was to measure relationships, a quantitative design was chosen for
the current study. According to Choy (2014), quantitative studies allow researchers to measure
phenomena to create assertions and draw inferences from analyses of data that can be
generalizable to the population of interest. Specifically, I employed a correlational methodology.
Researchers use correlations to establish the presence or absence of relationships between
variables that allow for the quantification of these relationships (Hartman, Hunt, & Childers,
2013). Researchers can use quantitative designs to answer questions of “how many” and deal
with relationships between variables (Lee, 2014). In the case of this study, the research questions
were concerned both with numerical quantities (funding, graduation rate, and academic
achievement scores) and questions of how variables, such as funding or gender, influenced other
variables, such as graduation rates and success, The data used in the study derived from preexisting quantitative records, meaning that an appropriate quantitative instrument for data
collection already existed.
By contrast, the qualitative approach is suited to gathering exploratory, descriptive data
(Lee, 2014). Existing researchers adopted a qualitative approach to studying veteran students
(e.g., Haynes, 2016), meaning that most of this descriptive work had already been completed in
the case of this study. Additionally, qualitative data dealt with perceptions and opinions (Turner,
2010), and therefore a qualitative approach would not yield the appropriate data for this study.
The specific quantitative design was non-experimental, historical, and correlational.
Researchers of non-experimental correlational designs cannot predict causation, only correlations
(Johnson, 2001). However, experimental designs are not always feasible; in the case of the study,
the researcher could not manipulate variables, such as the amount of funding that veteran
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students received. Researchers of correlational designs can still describe the relationships
between variables and provide useful data (Johnson, 2001). Historical designs are used when the
researcher has access to a large pool of existing data (Johnson, 2001), such as university and
college records regarding veteran student graduation rates and funding. The researcher can create
high statistical power without extensive data collection at the cost of having available only the
data that are recorded in the record (Johnson, 2001). However, data for the variables that I
wished to examine were available in the existing data. Thus, the historical approach was superior
to a cross-sectional or longitudinal approach in the context of this study.
Data Source and Collection
Data were collected from public records. These records included data kept by schools and
available in public databases, such as the GI Bill® Comparison Tool (U.S. Department of
Veteran Affairs, 2015). These data were available through public databases; for example, the GI
Bill® Comparison Tool (U.S. Department of Veteran Affairs, 2015) contained data on veteran
student success. However, when the necessary data could not be gathered from public records, I
attempted to contact the school in question to request the data. These data were general in nature;
therefore, it was assumed these data would be readily available if requested from the appropriate
sources, but data collection was revised when this assumption proved incorrect.
All data collection remained anonymous to ensure no harm was done to the participating
institutions, but this was of limited concern due to the public nature of most of the desired data.
When contacting schools, I provided informed consent documentation detailing the purpose of
the student and its scope; submitting records was acceptance of inclusion in the study. Leaders of
participating institutions using more than public data were free to withdraw their participation at
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any point prior to the publication of results. These data might have included the following
operational variables:
1. Funding for veteran student programs: These referred to an annual average amount
of money in United States Dollars (USD) spent by the school on veteran student
assistance programs. These data will be collected as continuous interval data.
2. Funding received through VA benefits: These referred to an average annual amount of
money in USD that the school receives from student veteran’s VA benefits. These
data were collected as continuous interval data.
3. Veteran student graduation rates: These referred to the graduation rates for veteran
students enrolled through the school in their chosen degree or certification programs.
These data were collected as continuous interval data. These data included separate
averages for male and female veteran students.
4. Veteran student GPA: As a measure of academic achievement, data on the school’s
average GPA for veteran students were collected. These data were collected as
continuous interval data measured from 0 to 4.0. These data included separate
averages for male and female veteran students.
Internal validity refers to the ability of the experiment to correctly identify causal
relationships. The study was observational, and the researcher did not attempt to explore causal
relationships; therefore, threats to internal validity were generally not applicable. However,
threats to statistical conclusion validity existed. Threats to statistical validity had three
components: reliability of the instrument, data assumptions, and sample size. Data used in the
study derived from pre-existing quantitative records, meaning that an appropriate quantitative
instrument for data collection already existed. Thus, the reliability and validity of the instrument
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used in this analysis were considered appropriate for use in this analysis. Data assumptions were
checked during the data analysis stage and were detailed in previous sections. Finally, an
appropriate sample size was calculated using power analysis to ensure there were no statistical
concerns regarding small samples. Therefore, there were not anticipated risks to statistical
validity.
External validity refers to the extent that study findings can be generalized to the larger
population and applied to different settings. The study was limited to universities and colleges in
the 23 states that contained most veteran students. In addition, I included only institutions for
which data on veteran students were available either publicly or through the schools. The study
was also limited to American veteran students, and I did not include international veteran
students or account for demographics other than gender in analyses. Thus, care should be taken
when generalizing the findings of this study to various locations, populations, and subjects.
Data Analysis
There were three phases of the data analysis process: the data preparation phase, the
preliminary phase, and the primary analysis phase. In the data preparation phase, I checked the
data for errors and missing values. Data with missing values were removed from the analysis.
After data checking, the preliminary analysis phase began.
In the preliminary phase, parametric assumptions of the multiple linear regression were
conducted. These assumptions included linearity, the normality of the standardized residuals,
homoscedasticity, and multicollinearity. To assess linearity and homoscedasticity, plots of the
standardized residuals and the standardized predicted values were examined. When the plots
were not curvilinear, then there was no violation of the assumption of linearity (e.g., Field, 2013;
Tabachnick & Fidell, 2012). Additionally, when the plots formed a rectangular pattern or did not
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flare out on either end of the distribution, then there was no violation of the assumption of
homoscedasticity (e.g., Field, 2013; Tabachnick & Fidell, 2012). Shapiro-Wilk’s was performed
to determine if these data were normally distributed (e.g., Field, 2013; Tabachnick & Fidell,
2012). Additionally, kurtosis and skewness statistics were generated to assess normality further.
Finally, the variable inflation factor (VIF) was calculated for each variable to determine if there
was a violation in multicollinearity between any two variables. When VIF scores were below 10,
then there was no violationof the assumption of multicollinearity (see Field, 2013; Tabachnick &
Fidell, 2012). The steps of data analysis testing of assumptions are summarized below:
1. Step 1: Test independence of residuals by using the Durbin-Watson statistic, which
should be between 1.5 and 2.5.
2. Step 2: Test for a linear relationship between dependent variable and each
independent variable by using visually inspecting SPSS scatterplots and partial
regression plots.
3. Step 3: Test homoscedasticity using an SPSS scatterplot to check if residuals were
equally spread over the predicted values of the dependent variable.
4. Step 4: Test for no multicollinearity by verifying that none of the VIFs were above
10.
5. Step 5: Test that residuals were approximately normally distributed using case-wise
diagnostics option in SPSS.
The final stage was the primary analysis stage. In this stage, the statistical analyses were
performed to answer the three research questions in which multiple linear regression was used.
When the p-value was significant, meaning less than .05, the regression model had a significant
predictor of the dependent variables (e.g., Field, 2013; Tabachnick & Fidell, 2012). When the
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model was significant, then I rejected the null hypothesis. When the model was not significant,
then the null hypothesis was not rejected.
Finally, the results of the linear regression were reported using the model summary table.
This table contained the correlation coefficient, r squared value, and the F and p value used to
determine if the model was significant (p < .05). The coefficients table, which contained the beta
coefficients and the p value for the beta coefficients, showed if the individual variable in the
model made a significant contribution to the model.
Summary
The transition from military to civilian life is challenging, and the transition to academia
can be even more so, especially when most veteran students are also first-generation college
students, transfer students from community colleges to 4-year universities, or both (Pesetski et
al., 2014). There was a significant amount of effort and capital dedicated to the support of
veteran students. However, there did not exist a similarly broad body of literature evaluating the
success and efficacy of these efforts.
Academically, scholars have called for further research into veteran students, including
general research on the demographic, which is poorly understood (Jones, 2013), and why these
students succeed or fail in their academic endeavors (Cate, 2013). Additionally, researchers have
requested future research into the effectiveness of veteran programs (Cole & Kim, 2013) and
ways school leaders can best allocate resources to help veteran students succeed (Griffin &
Gilbert, 2015). Thus, the current study findings contributed both socially and academically to the
literature.
Chapter 3 included the methodology for this study. Data analysis occurred using the
statistical program IBM SPSS, Version 22. Prior to analysis, data were manually cleaned of data
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that were missing. Each of the variables was then calculated from the responses and collected
into one data set for analysis. Chapter 4 contains the results from this analysis, which shall be
followed by Chapter 5. Chapter 5 includes the findings related to those found in the literature
review.
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Chapter 4: Results
Veteran students are increasingly prominent in U.S. colleges and universities, with over a
million students now using their VA benefits to pursue higher education. This number will
continue to increase as more veterans return from their deployment. The purpose for conducting
this quantitative, historical, non-experimental correlational study was to determine whether
targeted programs for veteran students were helpful to show how best to allocate resources for
their education. Specifically, I investigated the relationships between school funding, VA benefit
funding, academic success, and graduation rates.
The sections that follow present a discussion of the descriptive findings of the and the
data analysis procedures. The results of the analysis are presented for each respective research
question. The chapter concludes with a summary of the study results.
Data Collection
Purposive sampling was used to select institutions for the study. The reasons for this
sampling strategy included greater accessibility of participants at a faster speed and fewer
financial costs associated with recruiting a sample (Coy, 2019). Only institutions for which data
on veteran students were available either publicly or through the schools were included in the
study. The study was limited to American veteran students, and I made no attempt to include
international veteran students or account for demographics other than gender. Sampling was
carried out through accessing publicly available records and data that school leaders were willing
to provide, and the final sample consisted of all applicable schools for which data were available.
The objective of the study was to measure relationships; therefore, a quantitative design
was chosen for the study. According to Choy (2014), researchers use quantitative studies to
measure phenomena, create assertions, and draw inferences from analyses of data that can be
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generalizable to the population of interest. Specifically, the researcher employed a correlational
methodology. Researchers can use correlations to establish the presence or absence of
relationships between variables to quantify these relationships (Hartman et al., 2013).
Researchers use quantitative designs to answer questions of “how many” and deal with the
relationships between variables (Lee, 2014). In the case of this study, the research questions were
concerned both with numerical quantities (funding, graduation rate, and academic achievement
scores) and with questions of how variables, such as funding or genders, influenced other
variables, such as graduation rates and success rates.
Results
Twenty institutions were included in the sample for the study. Information on veteran
graduation rates, veteran grade point averages (GPAs), veteran student program funding, and VA
funding were collected. Table 1 below provides descriptive statistics for the study variables.
Table 1
Descriptive Statistics for Study Variables
N

Min

Max

Mean

Std. Dev.

Veteran Graduation Rates (%)

20

0.00

66.00

40.85

15.65

Veteran GPA

20

0.00

3.10

2.58

0.66

Veteran Student Program
Funding (Thousands)

20

0.00

4840.07

601.81

1372.08

Funding VA (Thousands)

20

2421.51

107615.52 30221.83

24954.75

Veteran graduation rates ranged from 0% to 66% (M = 40.85%, SD = 15.65%), GPAs
ranged from 0 to 3.1, (M = 2.58, SD = 0.66), and student programming funding (in thousands of
dollars) ranged from 0 to $4,840.07 (M = $601.81, SD = $1,372.08). VA funding (in thousands)
ranged $2,421.51 to $107,615.52 (M = $30,221.83, SD = $24,954.75).
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Outliers were assessed by creating standardized values of the study variables. Table 2
provides the minimum and maximum for each variable.
Table 2
Standardized Values of Study Variables
N

Minimum

Maximum

Veteran Graduation Rates (%)

20

-.44

3.09

Veteran GPA
Veteran Student Program Funding
(Thousands)
Funding VA (Thousands)

20

-1.11

3.10

20

-2.61

1.61

20

-3.90

.80

Standardized values ranged from -0.44 to 3.09 for veteran graduation rates, -1.11 to 3.10 for
veteran GPA, -2.61 to 1.61 for veteran student program funding, and -3.90 to 0.80 for VA
funding. There were three data values that were more than 3 standard deviations; thus, these
were deemed outliers in the study.
Next, normality was tested to ensure that these data were normally distributed. Visual
inspections of histograms (Figures 3 through 6 below) showed that there was a violation of the
normality assumption. Funding (both veteran student and VA funding) were positively skewed
(Figures 3 and 4), and graduation rates and GPAs (Figures 5 and 6) were leptokurtic (i.e., had a
high peak).
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Figure 3. Histogram of veteran student funding (in thousands of dollars).

Figure 4. Histogram of VA funding (in thousands of dollars).
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Figure 5. Histogram of veteran graduation rates.

Figure 6. Histogram of veteran GPA.
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In addition to visual inspection of histograms, the researcher calculated skewness and
kurtosis statistics to evaluate normality. Table 3 provides this information.
Table 3
Skewness and Kurtosis Statistics of Study Variables
Skewness

Kurtosis

Statistic

Std. Error

Statistic

Std. Error

Veteran Graduation Rates

-1.029

.550

1.186

1.063

Veteran GPA

-.585

.550

-.319

1.063

Veteran Student Program Funding (Thousands)

3.270

.550

11.453

1.063

Funding VA(Thousands)

.513

.550

-.834

1.063

Skewness and kurtosis statistics within -3 and +3 denoted acceptable normality. Veteran student
program funding exceeded acceptable values for both skewness and kurtosis.
Linearity between the study variables were assessed by visual inspection of scatter plots.
Figures 7 through 10 provide this information. There seemed an approximate, positive linear
relationship between funding, veteran GPAs, and veteran graduation rates. Significance of these
relationships is tested in the following section.
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Figure 7. Scatter plot of VA funding and veteran GPA.

Figure 8. Scatter plot of VA funding and veteran graduation rates.
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Figure 9. Scatter plot of veteran student program funding and veteran graduation rates.

Figure 10. Scatter plot of veteran student program funding and veteran GPA.
Due to the small sample size of the study (N = 20), the violation of normality, and the
presence of outliers, the non-parametric bootstrap was employed as well as The Spearman's rankorder correlation. Bootstrapping allows the researcher to estimate the sampling distribution of a
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statistic without making assumptions about the form of the population. Additionally, The
Spearman's rank-order correlation calculates a coefficient, rs or ρ (pronounced "rho"), which is a
measure of the strength and direction of the association/relationship between two continuous or
ordinal variables. The Spearman rank correlation test does not carry any assumptions about the
distribution of the data.
Research Question 1. Originally intended to be addressed, the first research question
that was the following: Based on the data used for the current study, what are the
characteristics/profile of veteran students? However, data were historical in nature and did not
include the demographic variables originally intended for analysis. Therefore, RQ1 results were
not presented in this study; instead, the researcher applied the results to RQ2.
Research Question 2. RQ2 was the following: What is the relationship between VA
benefit funding and veteran student programs success rate as measured by graduation rates? The
relationship between VA funding and veteran graduation rates was not statistically significant (rs
= 0.232, p = 0.328). The correlation was deemed a small effect size. The 95% confidence
interval for this correlation ranged from -.241 to 0.610. The relationship was not significant;
therefore, this null hypothesis was not rejected. Thus, there was no statistically significant
relationship between VA benefit funding and veteran student programs success rate, as measured
by graduation rates. Table 4 provides this information.
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Table 4
Spearman’s Correlations for RQ2
Veteran
Graduation Rates

Funding VA
Thousands

1.000

.231

.

.328

20

20

Bias

.000

-.013

Std. Error

.000

.217

95%
Lower
Confidence
Upper
Interval

1.000

-.241

1.000

.610

Correlation Coefficient

.231

1.000

P-value

.328

.

20

20

Bias

-.013

.000

Std. Error

.217

.000

Correlation Coefficient
P-value
Veteran
Graduation
Rates

N

Bootstrapc
Spearman's
rho

N
FundingVA_
Thousands
Bootstrapc

95%
Lower
-.241
Confidence
Upper
.610
Interval
c. Unless otherwise noted, bootstrap results are based on 10000 bootstrap samples

1.000
1.000

Research Question 3. RQ3 was quantitative and was the following: What is the
relationship between school funding for veteran student program funding and academic success
for veteran students as measured by GPA? The relationship between school funding for veteran
student and academic success for veteran students, as measured by GPA, was not statistically
significant. (rs = 0.281, p = 0.230). The correlation was deemed a small effect size. The 95%
confidence interval for this correlation ranged from -.226 to 0.696. The relationship was not
statistically significant; therefore, this null hypothesis was not rejected. Thus, there was no
statistically significant relationship between school funding for veteran student program funding
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and academic success for veteran students, as measured by GPA. Table 5 below provides this
information below.
Table 5
Spearman’s Correlations for RQ3
Veteran Student
Program
Funding
1.000
.
20
.000
.000
1.000

Correlation Coefficient
P-Value
Veteran
N
Student
Bias
Program
Std. Error
Funding
c
Bootstrap
95%
Lower
(Thousands)
Confidence
Upper
1.000
Spearman's
Interval
rho
Correlation Coefficient
.281
P-Value
.230
N
20
Bias
-.010
Veteran GPA
Std. Error
.238
Bootstrapc
95%
Lower
-.226
Confidence
Upper
.696
Interval
c. Unless otherwise noted, bootstrap results are based on 10000 bootstrap samples

Veteran
GPA
.281
.230
20
-.010
.238
-.226
.696
1.000
.
20
.000
.000
1.000
1.000

Sensitivity Analysis
Outliers might influence the outcome of a statistical analysis. Consequently, sensitivity
analysis was conducted to determine if the removal of the three outliers in the data set would
result in different results. This first quantitative research question was retested with the three
outliers removed from the data set:
Research Question 2. The relationship between VA funding and veteran graduation rates
was not significant at the 5% level (rs = 0.413, p = 0.099). The relationship was not statistically
significant; therefore, this null hypothesis was not rejected. Thus, there was no statistically
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significant relationship between VA benefit funding and veteran student programs success rate,
as measured by graduation rates. However, there was a large effect size, and the relationship was
statistically significant at the 10% level.
Table 6
Spearman’s Correlation for RQ 2 (Outliers Removed)
Veteran
Graduation
Rates
1.000
.
17
.000
.000
1.000

Correlation Coefficient
Sig. (2-tailed)
N
Veteran
Bias
Graduation Rates
Std. Error
Bootstrapc 95%
Lower
Confidence
Upper
1.000
Spearman's
Interval
rho
Correlation Coefficient
.413
Sig. (2-tailed)
.099
N
17
VA Funding
Bias
-.016
Thousands
Std. Error
.226
c
Bootstrap 95%
Lower
-.109
Confidence
Upper
.774
Interval
c. Unless otherwise noted, bootstrap results are based on 10000 bootstrap samples

VA Funding
Thousands
.413
.099
17
-.016
.226
-.109
.774
1.000
.
17
.000
.000
1.000
1.000

Research Question 3. This second quantitative research question was retested with three
outliers removed from the data set. The relationship between school funding for veteran student
and academic success for veteran students, as measured by GPA, was not statistically significant.
(rs = 0.245, p = 0.343). The correlation was deemed a small effect size. The 95% confidence
interval for this correlation ranged from -.298 to 0.703. The relationship was statistically not
significant; therefore, this null hypothesis was not rejected. Thus, there was no statistically
significant relationship between school funding for veteran student and academic success for
veteran students, as measured by GPA. Table 7 provides this information.
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Table 7
Spearman’s Correlations for RQ3 (Outliers Removed)
Veteran
Student
Program
Funding
Thousands

Veteran
GPA

1.000

.245

.

.343

17

17

Bias

.000

-.007

Std. Error

.000

.259

Lower

1.000

-.298

Upper

1.000

.703

Correlation Coefficient

.245

1.000

Sig. (2-tailed)

.343

.

17

17

Bias

-.007

.000

Std. Error

.259

.000

95%
Lower
-.298
Confidence
Upper
.703
Interval
c. Unless otherwise noted, bootstrap results are based on 10000 bootstrap samples

1.000

Correlation Coefficient
Sig. (2-tailed)
Veteran Student
Program Funding
Thousands

N

Bootstrapc
Spearman's
rho

95%
Confidence
Interval

N
VeteranGPA
Bootstrapc

1.000

Summary
The researcher conducted this quantitative, correlational study to investigate the
relationships between veteran student school funding, VA funding, veteran graduation rates, and
veteran GPA. Due to small sample sizes (N = 20), the presence of outliers in the data set, and
violations of the normality requirement, the researcher performed the non-parametric bootstrap
and Spearman’s correlations. Utilizing a bootstrap of 10,000 samples, Spearman’s correlations
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were performed to analyze the relationships between the study variables. The relationship
between VA benefit funding and graduation rates as well as the relationship between veteran
student and academic program funding and veteran GPA were not found statistically significant.
Sensitivity analysis was performed to determine if the presence of outliers influenced the
study. Three data values were removed that had standardized scores greater than 3, and the
analysis was repeated. The relationship VA benefit funding and graduation rate, although not
significant at the 5% level, was significant at the 10% level. This finding warrants further
investigation into these relationships, with a much larger sample.
Chapter 5 follows and presents the conclusions of this study and recommendations for
future research. The results of this study are compared with the results of other similar studies
mentioned in the literature review of Chapter 2. The limitations of this current study are also
addressed.
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Chapter 5: Discussion
Introduction and Summary of the Findings
As the number of student veterans or students currently serving in the military increases
in postsecondary institutions, so does the number of institutions enrolling them and claiming to
be military-friendly (T. C. Bonar, 2016; Elliott, 2015). This recent surge in student veterans
transpired in the wake of the Post 9/11 G.I. Bill enacted in 2009, which increased the benefits of
student veterans and allowed for more universal access to postsecondary education (Elliott,
2015; Sutton, 2016). Leaders created the Post 9/11 G.I. Bill to provide an increase in the veteran
education funding from 4.6 billion USD in 2008 to 11.7 billion USD in 2013 (Radford et al.,
2016). Even with the bill in place, many student veterans have expressed their dissatisfaction
with their institutions’ services (T. C. Bonar, 2016). Leaders of different colleges and
universities have provided dissimilar services (O’Toole et al., 2016), with only a few providing
mental health services (T. C. Bonar, 2016; Granger, 2016; Norman et al., 2015). Reeves et al.
(2016) interviewed participants who identified the lack of such services as an important issue
when they had experienced the traumatic nature of military life (Reeves et al., 2016).
The issue of dissatisfaction has led researchers to explore the many factors influencing
the experiences of student veterans in higher education (Borsari et al., 2017; Jenner, 2017), many
of which were discussed in Chapter 2. Most literature exploring the experiences of student
veterans was qualitative in nature (Haynes, 2016; Jenner, 2017), which led Hammond (2016) to
request more quantitative studies related to student veterans to build on and support the
qualitative ones. The purpose for conducting this quantitative, historical, non-experimental
correlational study was to determine whether targeted programs for veteran students were helpful
to show how best to allocate resources for their education.
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The researcher investigated whether there were relationships between the independent
variables, school funding for veteran student programs, and Veterans Affairs (VA) benefit
funding and the dependent variables of academic success, as measured by GPA and graduation
rates. As stated in earlier chapters, Pearlin’s (1989) stress processing theory was used as the
theoretical framework for this study; Pearlin described social structures, such as the military and
postsecondary institutions, while also considering the transition from one structure to another.
Pearlin showed that these influenced transitioning students’ stress levels, relaying a complex web
of primary and secondary stressors. Financial issues were one of the stressful challenges that
student veterans encountered, which raises concern as the Post 9/11 G.I. Bill was supposed to
cover most of the expenses in higher education (e.g., Jenner, 2017; Kees et al., 2017; Norman et
al., 2015; Tinoco, 2014). When considering Pearlin’s (1989) stress processing theory, aids such
as those provided by the bill are ways to alleviate stress, not aggravate stress. Based on this
study, the researcher questioned whether the funds were being ineffectively spent. Therefore, and
in accordance with the stress processing theory (Pearlin, 1989), the following research questions
were raised:
RQ1: Based on the data used for the current study, what are the characteristics/profile of
veteran students?
RQ2: What is the relationship between VA benefit funding and veteran student programs
success rate as measured by graduation rates?
RQ3: What is the relationship between school funding for veteran student program
funding and academic success for veteran students as measured by GPA?
The first research question was designed to gather demographic information of the
participants. However, due to the historical nature of the study, the data gathered were pre-
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existing; therefore, no additional information could be obtained. These data only included
veteran graduation rates, veteran grade point averages (GPAs), veteran student program funding,
and VA funding for the participating institutions. Therefore, the results of RQ1 were not
presented in this study. Nonetheless, this issue did not hinder the study from fulfilling its purpose
through RQ2 and RQ3.
The findings for both RQ2 and RQ3 showed no significant relationships between VA
funding and veteran graduation rates, and between school funding for veteran students and
academic success. However, after removing outliers from the data set, and adjusting the
significance level to 10% as the sample decreased (e.g., Labovitz, 1968), the findings showed a
significant relationship between VA funding and veteran graduation rates. These findings are
discussed in detail in the following sections, along with existing research, limitations of the
study, recommendations for future research, and the implications of the findings.
Interpretation of the Findings
The results for RQ2 and RQ3 are discussed in the following subsections. The theoretical
framework of stress processing theory (Pearlin, 1989) is used as a lens throughout the following
discussions. Existing literature related to the findings are also discussed.
Relationship between VA funding and veteran graduation rates . The first finding of
the study showed no relationship between VA funding and veteran graduation rates. Based on
this finding, one might infer that the amount of funding from the VA did not really matter when
it came to veteran students’ persistence leading to graduation. Previous authors noted that,
despite the increase and updates of VA benefit programs, there was a lack of consensus on the
efficacy of these programs (Borsari et al., 2017; Callahan & Jarrat, 2014). This present study’s
finding then contributed to the sparse literature, showing how the funds provided by VA
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programs might not be correctly used, as observed by its relationship with veteran graduation
rates. When considering the theoretical framework of Pearlin’s (1989) stress processing theory,
the researcher was not surprised that VA funding, a single aspect of the social structure of
veteran education, had little influence over graduation rates, as the structure was comprised of
many parts. This finding was in line with Alschuler and Yarab’s finding (2016) that most of the
attrition in their collected archival sample could not have been solely attributed to financial
difficulties.
The veteran students who dropped out of one Midwestern public university were all
funded by one, or even more, of several military-related benefits, such as the revised Post 9/11
G.I. Bill and the Montgomery G.I. Bill, among others (Alschuler & Yarab, 2016). National
statistics reflected this finding as well, as only about 30% to 40% of student veterans using
benefits actually graduated and obtained a degree (Cate, 2013). After interviewing several
student veterans and students serving in the military, Alschuler and Yarab (2016) found that
other factors, aside from financial ones, had more weight over students persisting and graduating
from college or university. These included mobilization or deployment, problems associated with
multiple roles and identities, medical or psychiatric symptoms, sense of belonging or
involvement in campus, and attitudes about civilian peers and faculty (Alschuler & Yarab, 2016).
With those other factors in play, the impact of VA funding on veteran graduation rates may not
be as great.
In examining student veteran’s strengths, Granger (2016) found that success in
graduating and obtaining a degree derived mostly from students’ adaptability, self-efficacy, and
belief in better lives after graduation, factors highly unrelated to VA funding. To persist and
succeed in college, student veterans must constantly assess themselves and their broad but
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clearly-defined goals (Granger, 2016). Researchers recognized the transition from military life to
college life as a difficult phase (Alschuler & Yarab, 2016; Gregg et al., 2016; Heineman, 2016;
Kees et al., 2017), but students’ military trainings allowed them to remain positive and adapt to
this transition (Granger, 2016).
Contrary to theories involving traditional students, where student attributes,
commitments, efforts, and experiences were necessary for persistence, Granger’s (2016) theory
of persistence required adaptability and self-efficacy from student veterans. In line with Pearlin’s
(1989) stress processing theory that explains how stress involves a complex web of primary and
secondary stressors, the impact of financial issues may just be one part of a complex web. These
issues were aforementioned factors mentioned by Alschuler and Yarab (2016) and Granger
(2016); hence, these might not influence veteran graduation rates too much alone.
Relationship between VA funding and veteran graduation rates at 10% significance
level. When accounting for outliers though, I found that the relationship between VA funding
and veteran graduation rates was significant at 10% level, displaying that benefit funding might
have a slight influence on student veteran persistence and graduation. Borsari et al. (2017) noted
that the Post 9/11 G.I. Bill only funded up to four years in higher education, which might not be
enough time for some student veterans to graduate. Considering how student veterans were
usually older than traditional students, they might have more external obligations as well, such as
taking care of their families (Ahern et al., 2015). This issue might divide their time and attention,
causing them to take fewer courses; in turn, they take longer to graduate, losing their funding
once they exceed the 4-year mark (Borsari et al., 2017). At times, this time issue might lead them
to acquire a considerable amount of debt by the time they leave school (Tinoco, 2014). For
example, Elliott (2015) purported that veterans struggle with financial issues and unemployment
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significantly more than nonveterans. This example showed how financial factors could influence
veteran graduation rates, as the adjusted result of this present study showed.
Jenner’s (2017) literature review indicated financial issues as having the most significant
influence on all students’ persistence, including veterans and nonveterans. Student veterans have
additional burdens that might also be related to financial issues (Jenner, 2017). Many student
veterans struggled with mental health issues, such as PTSD, depression, or self-injurious
behaviors (Fortney et al., 2016; Reeves et al., 2016), and not all colleges and universities offered
free mental health services, which might lead student veterans to spend their own money and
seek outside help (T. C. Bonar, 2016; Granger, 2016). The accumulation of financial and
psychological issues might increase the risk of student veterans dropping out of school (Jenner,
2017).
Jenner (2017) noted how the Post 9/11 G.I. Bill only provided housing allowance for
colleges and universities within the state of residency, which greatly limited student veterans’
choices of schools. This may be an issue especially for students still serving in the military, as
they may choose to study near their military base as opposed to their state of residence, thereby
cancelling out their housing benefit (Jenner, 2017). These issues showed how VA funding or
lack thereof for mental health services and housing might indirectly influence veteran graduation
rates as they struggled with persistence while facing multiple obstacles.
Other financial factors might be more directly influential in veteran graduation rates. For
instance, Norman et al. (2015) discovered that disbursements from the VA funding were
sometimes late, which not only caused stress for student veterans but also caused them to
withdraw from courses automatically. Participants of Norman et al.’s (2015) study relayed
confusion over the Post 9/11 Bill, stating that the complexities of the Bill itself and its payment
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policies were unclear, and they were unaware of these complexities until they were already
enrolled and utilizing the bill’s benefit funding. Likewise, Semer and Harmening (2015) stated
that the complexities of the Post 9/11 G.I. Bill often left student veterans confused about how to
best utilize their benefits. In line with this finding, Heineman (2016) noted the lack of assistance
and orientation specifically for student veterans regarding their funding and enrollment, causing
the veterans to go back and forth between offices just to gather information. With the problems
of stress and confusion regarding the VA funding, in conjunction with the late disbursements, it
came as no surprise that VA funding might an influence veteran graduation rates, even if 10% of
this result might be attributed to chance in accordance with its significance level.
Relationship between school funding for veteran students and academic success for
veteran students as measured by GPA. The second finding of this study showed that the
relationship between school funding for veteran students and their GPA was not significant, even
when outliers were removed. The implication of this finding was that the academic performances
of student veterans were not influenced by the amount of funding spent on student veteran
programs in school. Once again, the theoretical framework, stress processing theory, might
explain this finding, as school funding was one aspect of the complex social structure of veteran
education, and other aspects existed within that structure (Pearlin, 1989).
Researchers have suggested that these programs were effective for student veterans
(Ahern et al., 2015; Allen et al., 2014); however, these may be helpful in ways other than
academically (Granger, 2016; Kees et al., 2017). Some examples include the PAVE program,
which Kees et al. (2017) found helpers assisted student veterans socially and emotionally; the
Veterans Health Administration’s (VHA) “Homeless Patient Aligned Care Team,” which
provided hygiene, transportation, food, and clothing needs for homeless student veterans
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(O’Toole et al., 2016); and mental health counseling services (T. C. Bonar, 2016; Granger,
2016).
While some school-funded programs included tutoring and mentoring (Ahern et al.,
2015; Jovanovic et al., 2016), and others included academic support programs (Granger, 2016),
the efficacy of these programs remained unproven. T. C. Bonar (2016) noted how the success
rates of these programs were sporadic. Moreover, other factors might have influenced student
veterans’ academic performances or mediated the relationship between school funding and
academic success. Dasarathy (2015) and Norman et al. (2015) stated that mental and physical
health, which leaders might address by school-funded programs and services, could negatively
affect academic performance. Semer and Harmening (2015) also found other factors influenced
student veterans’ GPA, such as race, credit hours, discussion of career goals, feedback from
professors, college event participation, exercise, and commute time to school. Tinoco (2014)
emphasized student veterans lacked academic preparation since their time in the military, which
might then reflect their academic performance in higher education. However, the mediating roles
of these factors were beyond the scope of this current study.
Based solely on the present study’s results, school funding had no influence on academic
performance. This finding was similar to Bailey, Drury, and Randall’s (2017) findings that
showed similar GPA and standardized test scores for student groups before and after the Post
9/11 G.I. Bill. Their finding indicated that the increase in school funding did not increase or
decrease student veterans’ academic performance. Semer and Harmening’s (2015) participants
also did not state any financial variables as factors influencing their GPAs. However, Bailey et
al. (2017) noted that a comprehensive support system for student veterans, assisting them in
aspects including but not limited to academic issues, would prove advantageous in promoting
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academic success. Vaccaro (2015) shared similar insights, highlighting the diversity of the group
of student veterans and that no single program might effectively meet every single student
veteran’s needs completely. These findings showed the complexity of student veterans’ needs
and that raising school funding might not be enough to influence their academic performances,
as evinced in the present study’s results.
Other studies have shown opposing results, revealing certain school-funded programs or
services that influenced student veterans’ academic performance. One such program was the
PLA, where helpers allowed student veterans to move and advance in their studies at their own
pace (Allen et al., 2014). Allen et al. (2014) defined this program as assisting students to identify
gaps in knowledge, as well as areas of proficiency, thereby allowing for a more tailor-fit
curriculum and academic success. R. Campbell and Riggs (2015) purported that leaders of
colleges and universities should mandate mental health screening and health care for student
veterans, as psychological symptoms could hinder their academic adjustment. This finding was
similar to E. E. Bonar et al.’s (2015) finding that student veterans were not always willing to
seek mental health treatment, even when they knew that they needed help. School-funded faculty
and staff training and education on military culture and psychological awareness were found to
assist in this matter by identifying student veterans with health care needs, and therefore
decreasing the chances that these students would fail in school due to psychological symptoms
(Ahern et al., 2015; R. Campbell & Riggs, 2015).
Researchers purported that helpers of these school-funded programs assisted student
veterans academically and often used mediating factors, such as mental health care. As stated in
Pearlin’s (1989) stress processing theory, these mediating factors made up a complex web of
stressors that could affect student veterans’ academic performance, which was also beyond the
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scope of this present study. I found that the amount of school funding for student veterans alone
was not directly related to their academic performances, as measured by their GPAs.
In sum, both VA funding and school funding in isolation were not found to influence
student veteran graduation and academic success at the 5% significance level. Other factors
might account for the dependent variables or possibly mediate these relationships, such as
problems with multiple roles and identities (Alschuler & Yarab, 2016), medical or psychological
problems (Alschuler & Yarab, 2016; Dasarathy, 2015; Norman et al., 2015; Reeves et al., 2016),
adaptability (Granger, 2016), and physical needs (O’Toole et al., 2016). However, after adjusting
for outliers, the results showed that there was a 90% chance that VA funding might influence
veteran graduation rates. This finding was not surprising, considering how several researchers
found financial issues were a problem for student veterans (Borsari et al., 2017; Elliott, 2015;
Jenner, 2017; Tinoco, 2014).
Overall, the findings indicated that funding might not be the only variable that influenced
both veteran graduation and academic performances. However, other variables might be
involved, which might mediate the relationship between the present study’s independent and
dependent variables. This finding indicated that current VA and school funding might not be
allocated properly in most institutions, which might account for the non-significance of the
relationships between funding and veteran graduation rates and academic performances.
Limitations of the Study
The sample of this present study was limited to 20 institutions that provided information
on American veteran students. Therefore, the findings of this study could not be generalized to
wider or other populations, such as other races, types of institutions, and locations. The historical
and secondary nature of the data gathered limited the present study’s findings to the time when
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the student veterans were enrolled, hence decreasing its time validity. In other words, the
findings, even though these came from the most recent data, might not be applicable to student
veterans in a different time setting. The non-experimental, quantitative nature of the study might
provide information on correlations or the lack of it but not on causality. One of the present
study’s key findings, the significant relationship of VA funding on veteran graduation rates at
10% significance level, also raised caution, as this aspect was adjusted to account for the smaller
sample size defined by Labovitz (1968). This limitation meant there was a 10% probability that
this significant relationship was simply due to chance.
The pre-existing data gathered were provided by the participating institutions, and no
other instruments were used; therefore, the data involved might be limited. Considering the
complexity of the matter described by Pearlin (1989), information on the amount of funding
might not be sufficient in accounting for veteran graduation rates and academic performances.
The mediating roles of problems with multiple roles and identities (Alschuler & Yarab, 2016),
medical or psychological problems (Alschuler & Yarab, 2016; Dasarathy, 2015; Norman et al.,
2015; Reeves et al., 2016), adaptability (Granger, 2016), and physical needs (O’Toole et al.,
2016) were not examined. The participating institutions did not provide data on how the VA or
school funds were being allocated and the student veteran programs that they used. Hence, the
findings of this present study still had value, as these showed how the increase of such funding
might not develop the desired effects, thereby providing insight for future researchers.
Recommendations
The findings of this study indicated that VA funding and school funding did not share a
significant relationship with veteran graduation rates and academic performances at the 5%
significance level; therefore, these funds might not be utilized properly by most institution
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leaders. This finding warrants future research on how these funds are being used and the types of
student veteran programs that are effective in increasing veteran graduation rates and academic
performances. Future researchers can examine the efficacy of the most popular programs, such
as the PAVE and PLA, and compare these with each other to identify which program deserved
more attention and allocation of funds.
As researchers conducted several qualitative studies already on this subject (Hammond,
2016; Haynes, 2016; Jenner, 2017; Norman et al., 2015), more quantitative measures, such as the
one used in the present study, would provide empirical evidence on the efficacy of the programs
stated above, especially if more data could be gathered. Although costly, a longitudinal
investigation will be most useful in cases where the experimental design and manipulation of
variables are not possible. Future researchers can examine academic records and pre and
posttests before and after the implementation of specific student veteran programs. Qualitative
researchers may also investigate issues that have not yet been tackled by previous studies, such
as interviews with program and policy makers and with veteran mental health experts, to provide
a triangulation of data on what student veterans may need in these programs. Case studies on
veterans who have graduated and succeeded after higher education can also be completed to
determine what challenges they have faced, what has drove them to persist and succeed, and
what they have perceived as the best way to allocate funds for student veterans.
As mentioned in the sections above, several factors might mediate the relationship
between VA and school funding, and veteran graduation and academic performance.
Quantitative studies on the mediating effects of student veterans’ multiple roles and identities
(Alschuler & Yarab, 2016), medical or psychological problems (Alschuler & Yarab, 2016;
Dasarathy, 2015; Norman et al., 2015; Reeves et al., 2016), adaptability (Granger, 2016), and
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physical needs (O’Toole et al., 2016), on the relationships between VA funding and graduation
rates, and between school funding and academic performance are recommended. Future
researchers can utilize tools other than historical records to measure these variables better.
Possible results of these studies can show how proper allocation of funds can influence the
success of student veterans in higher education.
The present study’s finding that VA funding significantly correlated with veteran
graduation rates at 10% significance level also warranted more research on the matter. This
finding indicated that VA funding might influence veteran student graduation. A larger sample
size can be examined to obtain results in a higher confidence level and increase both validity and
reliability. Academic success of funded veterans can be compared with nonfunded veterans to
include a larger scope. As the implementation of the Post 9/11 G.I. Bill is still recent and certain
changes are still being made regarding the Bill (Norman et al., 2015; Semer & Harmening,
2015), the field of study on student veterans is growing, thereby requiring more investigations on
the issue (Spencer, 2016).
Implications
This historical, quantitative, correlational study provided insights on VA funding and
school funding’s influence, or lack thereof, on student veterans’ graduation rates and academic
performance. The following section includes discussion of the implications of these insights on
practice, theory, and social change. For student veterans, students serving in the military, and
veterans seeking higher education, the results imply that large VA and school funding may not
necessarily mean a higher chance of success and graduation for them. Veterans may be swayed
by institutions providing higher funding or more extravagant programs, but these programs may
not be effective or suitable for them. As Vaccaro (2015) similarly noted, student veterans
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comprise a large and diverse group, having diverse needs, and what may work for some, may not
work for others. The findings then show that veterans need to examine thoroughly the funding,
programs, and services provided by institutions before enrolling.
For school policy makers, the results show that the quality of programs and services
offered may be more important than the amount of money spent. Therefore, they need to be
aware of the various needs of student veterans to cater to them better. They also need to be more
proactive (Alschuler & Yarab, 2016) and provide more information to potential student veterans
regarding the programs and services leaders offer, before and after students enroll. This process
can occur in the form of a separate orientation specifically for student veterans, as Heineman
(2016) proposed; peer mentoring with more experienced student veterans, as Ahern et al. (2015)
and Kees et al. (2017) proposed; or veteran centers and spaces, as Ahern et al. (2015) and
Heineman (2016) proposed. However, E. E. Bonar et al. (2015) noted that student veterans might
not actively seek assistance or utilize services when needed; therefore, school faculty and staff
needed to be vigilant and properly trained on how to identify student veterans with potential
needs (Ahern et al., 2015; R. Campbell & Riggs, 2015; Spencer, 2016). Administrative staff
should also be aware and constantly updated of the VA benefit funding programs to inform
student veterans of the most appropriate benefit funds for them (Semer & Harmening, 2015).
The present study’s findings may have the most impact on government policy makers
because the large budget that they have allocated for student veterans may not be utilized to its
full potential, as shown in the lack of a significant relationship between funding and veteran
student success. Therefore, policy makers need to be more aware of certain programs, services,
and policies that are most effective for student veterans, and they should implement these in
postsecondary institutions to ensure that the funds are being used properly. They should also
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provide more distributed and detailed information about the different benefit funds to avoid
confusion. The G.I. Bill Comparison Tool (U.S. Department of Veteran Affairs, 2015) and the
VA Campus Toolkit (2013) are good initiatives, but not all veterans may be aware of or have
access to these sites. Helpers must be available to help student veteran at the beginning of a
veteran’s discharge; then, helpers can be certain that veterans are aware of their options after
military life.
Regarding the methodological implications of this study, the quantitative nature provided
empirical evidence that funding might not be as influential on veteran student success as initially
purported. The numerical results presented show that much research is needed to identify how
best to allocate funds and resources for veteran education. Therefore, based on these findings,
along with Pearlin’s (1989) stress processing theory, I request that both researchers and
practitioners of the field look beyond the amount of funding provided for student veterans in
accounting for their success in higher education.
Conclusion
The increase in funding for student veterans brought about by the Post 9/11 G.I. Bill
called for inquiry on whether these funds were effective in assisting student veterans’ academic
success (Radford et al., 2016; Sutton, 2016). The present study’s findings, along with existing
literature, showed that the amount of funding did not directly influence veteran graduation rates
and academic performance in general (Alschuler & Yarab, 2016; T. C. Bonar, 2016; Jenner,
2017). When accounting for outliers though, I found a slight chance that VA funding might
influence veteran graduation rates. This finding, although unsurprising due to the prominence of
financial issues in previous literature (e.g., Elliott, 2015; Jenner, 2017; Tinoco, 2014), might not
be the sole factor determining veteran graduation (e.g., Alschuler & Yarab, 2016). Other possible
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factors beyond the scope of this study were presented in the previous sections, and these also
warranted further research. As Pearlin (1989) noted in his stress processing theory, which I used
as this present study’s theoretical framework, stress hindered student veterans’ academic success
and was a complex and sociological issue that involved more than one factor. Therefore, the
efficacy of student veteran programs was due to more than just larger funding.
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